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CHAPTER I 
INTRODUCTION 
Many factors influence teachers'' job satisfaction. In 
view of the highly interpersonal nature of the teaching 
process, it was not a great surprise when Greenwald (1983) 
concluded that teachers' feelings, such as attitudes toward 
authority and hostility, have a significant effect upon 
their morale. Such findings need to be added to the earlier 
studies (Sergiovanni, 1967) that named the main factors 
affecting teachers' job satisfaction as personal 
achievement, recognition and responsibility. According to 
Weiss (1988), teachers continue to be dissatisfied with the 
administrative support and the amount and kind of 
decision-making power allowed them. They want some input in 
decisions relating to staff hiring, (94%), standardized 
testing policy (80%), and budget (82%). When teachers in 
Tucson, Arizona, were surveyed to obtain a detailed 
description of their decision-making, (Shedd, Conley, & 
Malanowski, 1986) reported that their daily and weekly 
decisions fulfilled 11 main responsibilities: 
1. Keeping students on task 
2. Observing progress to see when plans needed 




3. Communicating expectations to students 
4. Making midstream changes in plans 
5. Leading class discussions and demonstrations 
6. Administering discipline 
7. Assigning class work and home work 
8. Delivering whole class lectures 
9. Working with individual students 
10. Instructing groups of students 
11. Recording attendance 
Smith (1989) surmised that each of these 
responsibilities required decisions, such as planning, 
interacting with students and other professionals, or 
evaluating students' and the teacher's own performance. 
These responsibilities reveal the very active circumstances 
under which teachers work. 
In his "Study of Schooling," Goodlad (1984) found that 
the most satisfying school climates, as seen by teachers, 
are those where teachers are engaged in schoolwide decisions 
and problem-solving; however, he found that teachers rarely 
worked together on some school-based issue or problem and 
that most principals lack the problem-solving abilities 
necessary to effect schoolwide improvement. Although he 
found that teachers do perceive themselves as relatively 
autonomous decision-makers within the confines of their own 
classrooms, this autonomy is achieved at the expense of 
teacher isolation. The frequent result is that teachers are 
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not deeply engaged with principals, supervisors, and 
curriculum directors in working to solve schoolwide 
problems. Under such conditions, changes in school 
practices tend to be derived from external influences and 
pressures rather than from the problem-solving strategies of 
a professional staff. This type of situation was described 
by Dewey as early as 1931 when he stated that all teachers, 
even the most poorly prepared and least effective, must be 
involved in truly professional activities; that is, only by 
sharing in some responsible task does there come a fitness 
to share it. 
In the school environment, communication at all levels 
is highly necessary to educate students to their maximal 
potential. This goal cannot be realized without teachers 
having some input regarding decisions that will influence 
their effectiveness in the classroom. Schneider C1984) 
explored the question of to what extent teachers should be 
involved in the decision-making process and found that the 
teachers who perceived themselves as highly involved in 
decision-making had a "significantly higher level of job 
satisfaction" than teachers with medium or low involvement. 
She concluded that administrators should provide, to the 
greatest extent possible, opportunities for teachers who are 
affected by a decision, Interested in a decision, and/or 
knowledgeable about a decision to be involved in making that 
decision. 
When studying the role-perception and role-expectation 
patterns of teachers in a unified school system, Bernstein 
(1959) found that: (a) The teachers appreciated the 
"administrative" obligation of the administrators, but they 
stressed the importance of the personalized human relations 
aspect of administration; (b) There was a strong positive 
relationship between teachers' perceptions of the principal 
and their morale status; and (c) The elementary teachers 
tended to think of their principals in a more personal way 
than did the junior high school and senior high school 
teachers. 
When Pryor (1984) explored how teachers' perceptions of 
administrative dimensions related to their morale, he found 
that as teachers' perception of the administrative function 
increases, their morale increases. When Hayman (1985) 
examined the relationships between teacher motivation and 
teacher effectiveness, he concluded that teachers who had 
reached self-actualization as well as high levels of 
motivation tended to be more effective teachers. When Naji 
(1987) studied the relationship between teacher morale and 
teachers' perceptions of secondary school principals' 
leadership behavior, he found that principals who are 
concerned about the morale of their teaching staff need to 
devote attention to self-analysis of their own leadership 
behavior and its effect on teacher morale. 
Since so much of teachers' job satisfaction depends on 
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their principal's leadership style, successful principals' 
leadership styles deserve considerable analysis. Any 
principal's leadership style must demonstrate an ability to 
organize personalities to accomplish the school's tasks 
efficiently and effectively. Regardless of which leadership 
style a principal selects, three processes have been found 
to describe effective administrative leadership (Squire, 
Huitt, 8. Segars, 1984): (a) development of positive models, 
(b) generation of consensus, and (c) use of feedback to 
build a positive school climate. Squire, Huitt, & Segars 
(1984) also suggested that the behavior of successful 
principals contributes to positive school outcomes because 
it consists of emphasizing academics by observing 
classrooms, conferring with teachers about instructional 
matters, and setting agreed-on goals for the school. Other 
corroborating research has noted that some of a successful 
principal's efforts are clearly aimed at improving student 
achievement, primarily by improving Instruction and the 
learning environment (Lezotte, 1980). 
Anderson (1987) identified the following leadership 
factors in the behavior of successful principals: (a) their 
leadership is best practiced in front of rather than behind 
a desk; (b) they like persons of all ages and are especially 
appreciative of those with whom they work; (c) they are 
effective communicators and are willing and able to bridge 
all communication gaps; (d) they have highly developed 
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interpersonal relationship skills: (e) they are willing to 
go the extra step; and (f) they are willing to accept the 
responsibility for their actions and place quality of work 
above convenience. 
Hal linger (1983) found that the socioeconomic status of 
the community appeared to be related to successful 
principals' management styles. Successful principals in 
low-income communities tend to be strong managers who assume 
more authority in instructional matters than do their 
counterparts in high-income communities, and also tend to be 
more actively involved in supervising instruction and in 
trying to improve the school environment. 
Araki <1982) found that the principal played a crucial 
role in the school's internal life and in teachers' 
performance. One of the study's questions asked in what 
ways do key leadership characteristics affect educational 
output in Hawaii's schools? Teachers in low-status schools 
rated their principals' team building efforts higher than 
did their counterparts in middle- and high-status schools. 
However, teachers in low-status schools perceived their 
principals as less competent than did teachers in the other 
two categories of schools. 
Thus, since the principal's role is pivotal in the 
school's structure and functioning, the model of supervision 
imposed on the structure influences the degree of success in 
reaching positive goals in the organizations, such as high 
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teacher morale, teacher application to work, and student 
achievement. 
Statement of the Problem 
Although school administrators are properly concerned 
about the formal organization of the school system and their 
individual school, their knowledge of teachers' morale and 
teachers' application to work are equally important in 
helping them improve students' performance. To understand 
more clearly these interpersonal processes in a school, the 
researcher assessed the degree to which a principal's 
interpersonal style, planning techniques, and involvement of 
teachers in the decision making process were related to or 
influenced teacher morale, teacher application to work, and 
student achievement. The relationships among these six 
variables were examined. 
Significance of the Problem 
Studies suggest that a principal's leadership style 
strongly influences teacher and student performance and that 
this influence is far too often a negative one. Studies by 
Gilligan (1982), Ross (1980), Toach (1982), and Walls (1981) 
have all found that teachers' perceptions of elementary 
principals' behavior have an impact on their leadership 
styles. A study done by Walker (1986) revealed that Georgia 
teachers, when asked about their feeling toward their 
principal, significantly indicated a dislike toward their 
principal's behavior. The principal investigator's 
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recent informal conversations with teachers in the Atlanta 
Public School system have revealed that teachers feel that: 
(a) the principal was not consistent in what he/she said 
from one meeting to the next; (b) the principal usually 
dominated in the verbal communication between principal and 
teacher; and Cc) whenever teachers made a suggestion, the 
response from the principal was negative. 
Therefore, it is intended that this study will 
contribute to the limited amount of literature on the 
teacher application to work at the elementary school 
level,and subsequently that it will provide elementary 
school administrators with a framework tor determining the 
network or relationships between these variables and student 
achievement. In terms of school policy and management, the 
significance of this study lies in the possibility that it 
will encourage school leaders to: (a) emphasize teacher 
involvement in some decisions, and (b) use different 
planning techniques rather than specific acts of control of 
teachers in order to improve teacher morale, teacher 
application to work, and student achievement in reading and 
mathematics. 
Research Questions 
Specifically, this study will seek responses to the 
following questions: 
1. How is teacher morale, in low-achieving elementary 
schools, affected by principals/ planning techniques, 
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principals' interpersonal style, and teacher involvement in 
decision-making? 
2. How is teacher application to work, in low-achieving 
elementary schools, affected by principals' planning 
techniques, principals' interpersonal style, and teacher 
involvement in decision-making? 
3. How is student achievement in reading and 
mathematics, in low-achieving elementary schools, affected 
by principals' planning techniques, principals' 
interpersonal style, and teacher involvement in 
decision-making? 
4. How is teacher morale, in high-achieving elementary- 
schools, affected by principals' planning techniques, 
principals' interpersonal style, and teacher involvement in 
decision-making? 
5. How is teacher application to work, in 
high-achieving elementary schools, affected by principals' 
planning techniques, principals' interpersonal style, and 
teacher involvement in decision-making? 
6. How is student achievement in reading and 
mathematics, in high-achieving elementary schools, affected 
by principals' planning techniques, principals' 
interpersonal style, and teacher involvement in 
decision-making? 
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Limitations of the Study 
1. The analysis of the data was restricted to the 
stated hypotheses. 
2. The study was limited to one geographic area in 
Georgia; therefore, the only generalization possible is to 
the population of schools from which the sample is drawn. 
3. The findings of this study were restricted to the 
variables measured and the sample selected. 
4. The study was limited to selected elementary 
schools. 
Cone 1usion 
This research was necessary to determine whether 
principal's planning techniques, principal's interpersonal 
style, and principal's involvement of teachers in the 
decision-making process influenced teacher morale, teacher 
application to work, and student achievement, in reading and 
mathematics, in low- and high-achieving elementary schools. 
CHAPTER II 
REVIEW OF RELATED LITERATURE 
This review of literature has focused on three main 
dependent variables: (a) teacher morale (b) teacher 
implication to work and <c) student achievement, in reading 
and mathematics and how these three dependent variables are 
related to four independent variables: (a) teacher 
involvement in decision-making (b) principal's 
interpersonal style (c) principal's planning techniques and 
<d) selected teacher biographic variables in low- and 
high-achieving elementary schools. 
Teacher Morale 
The theory and practice of educational administration 
have for too long paid too little attention to the function 
of organization. According to Neufeld <1984), previous 
research on school organization has been limited because it: 
Ca) attended primarily to the impact of hierarchy, <b> 
construed teachers as pawns of formal organization, (c) did 
not consider the impact of teachers on one another, and <d) 
ignored the impact of factors in the environment. In other 
words, the study of educational organization is the study of 
human relationships. Simon <1957) pointed out that the term 
organization refers to the complex pattern of communication 
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and relationships within a group of human beings. 
Tremagloi <1987) investigated the relationships among 
principals'' perceptions of their role conflict and ambiguity 
and the perceptions of their teachers regarding principal 
effectiveness and teacher morale. The study sample 
consisted of principals from 45 Connecticut high schools and 
representative samples of 10 to 23 teachers from each of the 
schools, totaling 574 teachers in all. Questionnaire 
results indicated no significant relationship between 
principal role conflict and any aspect of principal 
effectiveness; also, principal role ambiguity was not 
related significantly to teacher perceptions of the 
principal's instructional leadership or personal warmth, but 
a significant negative relationship was found between 
principal role ambiguity and teacher perceptions of the 
managerial effectiveness of the principal. Teacher 
perceptions of principal effectiveness were related to most 
aspects of teacher morale, Including rapport with principal, 
satisfaction with teacher, rapport with other teachers, 
teacher work load, teacher status,Osât 1sfact 1ons with 
facilities, and community pressures. Teacher morale was 
negatively related to the principal's experience as a 
teacher, but positively related to the principal's 
experience in administration. Results were interpreted as 
indicating the need to foster the skills of effective 
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leadership among principals in the areas of instructional 
leadership, personal warmth, and managerial effectiveness. 
Naji (1987) studied the relationship between teacher 
morale and teachers' perceptions of their principal's 
leadership behavior. The study also examined the effects of 
selected demographic Variables of principals and teachers on 
principals' leadership behavior and teacher morale, 
respectively. The study sample consisted of 41 secondary 
school principals and 411 teachers. Naji found that there 
were no statistically significant effects of the principals' 
age, and years of experience on their leadership behavior. 
Naji concluded that: 
1. Although teacher morale is mu 1 i-dimensiona1, the 
principal plays an important role in promoting his teachers' 
mora1e. 
2. In predicting the overall level of teacher morale, a 
high level of confidence can result when the school 
principal is perceived as having the ability to use argument 
effectively and is perceived to exhibit strong conviction. 
3. A high teacher salary does not necessarily ensure 
teacher satisfaction with teaching. Rather, other factors 
are more critical, such as competence, recognition, and 
believing in the future of teaching as an occupation. 
4. Principals who are concerned about the morale of 
their teaching staffs need to devote attention to a 
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self-analysis of their leader behavior and its effect on 
teacher morale. 
Cyrus (1986) examined the relationship between teacher 
morale and teachers' perceptions of their Involvement in 
decision-making. Data were collected from 127 randomly 
selected teachers from Region C of the public elementary and 
junior high schools of Washington, D. C. , On the basis of 
the data collected, the major findings were that: <a) 
teachers participate significantly less than they want in 
making decisions relating to instructional/technical issues 
and managerial/school wide issues; (b) teachers' actual 
participation in the decision-making process is related to 
their level of morale; Cc) teachers' desired participation 
in the decision-making process is related to their level of 
morale; (d) the personal variables of age, teaching level, 
length of service, and educational qualification are 
positively related to teacher morale. Study results 
indicated that principals should be responsible for 
implementing shared administrative practices to enhance 
teacher morale by periodically assessing teachers' actual 
and desired levels of involvement in the decision-making 
process. 
In addition to analyzing components of successful 
principals' leadership style, the literature also contains 
studies that seek to isolate the significant differences 
between more and less effective schools and between more and 
less effective teachers. Lynn's study (1987) was: (a) to 
determine whether a significant difference exists in 
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principals' leadership behavior in effective and ineffective 
schools, as perceived by teachers, (b) to determine whether 
a significant difference exists in teacher morale in 
effective schools and ineffective schools, and (c) to 
determine whether a significant difference exists in the 
comparison of the correlations between principals' 
leadership behavior and factors contributing to teacher 
morale in effective and ineffective schools. Questionnaire 
results were from 83 teachers in effective schools and 75 
teachers in less effective schools. Several significant 
differences were found between these two groups of schools: 
in leader behavior persuasiveness, in the correlations 
between teacher rapport with principal and initiation of 
structure and consideration, in total mean scores of leader 
behavior, in total mean scores of teacher morale, and in the 
correlation between total mean scores of leader behavior and 
teacher morale. No significant differences were found 
between the two groups of schools in leader behavior 
dimensions of representation, demand reconciliation, 
tolerance of uncertainty, initiation of structure, tolerance 
of freedom, role assumption, consideration, production 
emphasis, predictive accuracy, integration, or superior 
orientation 
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To determine commonalities and differences of 
award-winning teachers, Pyle (1987) analyzed data collected 
from profiles of eleven Illinois Teachers of the Year 
(T.O.Y.) through a survey questionnaire, a structured 
interview, and by observation and examination of artifacts. 
The high rate of questionnaire return (100%), as well as the 
personal interviews, the observations and the examination 
of artifacts facilitated the analysis and interpretation of 
the results. Case studies of the T.O.Y.'s provided 
additional verification as to the concerns, beliefs, 
perceptions, and understandings of the award-winning 
teachers. Data analysis consisted of descriptive summaries 
and comparisons based on ages, gender, subject areas, 
educational levels, ethnicity, decision to become teachers, 
and "influential others." 
Pyle discovered that, demographical1 y, the typical 
1972-1987 Illinois Teacher of the Year was a 35-year old 
female Caucasian, married with one child, had been teaching 
in a small (251-500) elementary school for seventeen years, 
and had attained an educational level of Master's degree. 
Generally, the teachers made the decision to teach in high 
school and were influenced most by high school teachers. 
They typically chose teaching because they enjoyed working 
with students and would choose the same profession again. 
The T.O.Y.'s felt that they were exceptionally well prepared 
to teach. They generally planned to remain in 
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their teaching position until retirement. Since the award, 
the typical T.O.Y.'s have served as guest lecturers in 
teacher-training institutions and presenters at workshops 
and conferences. They generally spent one-two hours beyond 
the regular school day on school-re 1ated work. Pyle 
concluded that the T.O.Y.'s typically had a very 
satisfactory attitude toward teaching. They used a variety 
of teaching strategies, and they generally credited their 
success to personal characteristics and classroom 
management. Most of the teachers felt that love of children 
was the most important attribute of effective teachers. 
They attributed low morale to lack of administrative support 
and high morale to supportive administrators and motivated 
students. Their greatest dissatisfaction was too many 
non-teaching duties. 
Teacher Application to Work 
Teachers' morale is usually directly related to their 
application to their work. Moore (1987) tried to identify 
school-related variables that would motivate teachers to 
improve their job performance. The study's secondary 
purpose was to determine whether the teachers who are 
intrinsically oriented differ from the extrinsically 
oriented teachers in their responses to the particular 
variables. The sample consisted of 383 full-time public 
school third-, fifth-, and ninth-grade teachers. As a 
group, teachers were strongly motivated by academic 
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development and achievement of their students. Other very 
important motivators shared by both groups were having a 
safe and orderly environment; having good working relations 
with colleagues, students, and administrative leadership, 
and having a cooperative home/school support system. 
Intrinsically oriented teachers were more likely to be 
motivated by using creative talents, having opportunities 
for professional growth, and receiving praise for their 
work. Extrinsical 1 y motivated teachers were more likely to 
say that they were motivated by salary increases, a secure 
job, and a competent principal. Intrinsically and 
extrinsica11 y oriented teachers ranked school climate as the 
top school characteristic. Eighty percent of the 
respondents rated administrative leadership, the 
instructional program, and home/school support systems as 
definitely important. Gender differences in mean ratings 
within each orientation group were negligible. 
To determine whether teachers and school administrators 
agree on what factors motivate teachers, Picard (1986) 
measured and compared the perceptions of public classroom 
teachers and school officials about various motives teachers 
might have to improve their teaching performance. 
Motivational factors selected from the literature and used 
as the dependent variables for this study were financial 
considerations, intrinsic considerations, and recognition 
considerations. Also of interest were answers to certain 
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circumstantial aspects of teachers and the relation between 
those personal situations and with motivational needs. 
Specifically, the study sought answers to the following 
questions: (a) How different are teachers7 and 
administrators7 perceptions of teacher motivation? (b) How 
do motivational factors change for teachers at different 
career stages? (c) Are the motivational needs of teachers a 
function of the grade level at which they teach? (d) Are 
the motivational needs of teachers a function of the size of 
the school in which they work? (e) Are the motivational 
needs of teachers a function of their total household 
income? Findings from the literature were used to develop a 
questionnaire to gather opinions from a sample of 250 
Nebraska teachers and 250 Nebraska school officials. 
Picard7s findings and conclusions of this study were as 
foilows: 
1. Teachers rated financial considerations as having 
higher motivational value than did school officials. 
2. Teachers in age groups 21-30 and 36-40 rated 
recognition as having greater motivatfnal value than did 
teachers in age group 41-45. No other conclusive 
differences among age groups or beginning versus long-term 
teachers were determined. 
3. Upper elementary teachers placed a significantly 
greater motivational value on financial considerations than 
those in the secondary school teacher group. 
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4. No significant differences were found in the 
motivational needs of teachers based upon the size of school 
district in which they teach. 
5. Teachers in higher-income groups place greater 
motivational value on intrinsic considerations than those in 
lower-income groups. Picard's findings should be able to 
assist school officials in gaining a better understanding of 
factors that motivate teachers to do their work. 
Nilsen (1986) compared high-school principals' and 
high-school teachers' perceptions of secondary school 
teachers' motives relating to their job performance. The 
study's two specific research questions were: (a) What 
relationship, if any, exists between the perceptions of 
principals and high school teachers on motivational factors? 
(b) What impact do sex, age, and experience have on each 
respondent's perceptions of teacher motivational factors? 
Nilsen surveyed 169 principals and 485 teachers with a 
two-part Instrument: the first part collected the 
demographic information of sex, age, and years of experience 
of the participant; the second half of the survey asked the 
participant to rank order the following motivational 
factors: Achievement, Advancement, Personnel Policies, 
Interpersonal Relations, Job Security, Possibility of 
Growth, Recognition, Responsibility, Wages, Status, 
Supervision, Working Conditions, and Challenging Work. The 
data analysis showed that there was a significant 
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relationship between principals and teachers on their 
perception of high-school teacher motivational factors. The 
responses of the demographic subgroups of age, sex, and 
years of experience did not differ significantly between 
groups. The similarities of the rankings were not only 
between the top and the bottom items but consistently 
throughout the whole list of factors. Wages and Security 
were considered consistently by both groups to be the 
highest motivational factors. Advancement, Responsibility, 
and Status were considered consistently by both groups to be 
the lowest motivational factors of high-school teachers. 
Data derived from both sets of survey instruments resuited 
in strong support for the fact that principals know what 
high school teachers perceive as motivational factors. 
Therefore, the lack of teacher motivation in high schools 
today is not due to high-school principals' incorrect 
motivational perception. 
Also in the same year as Picard and Nilsen, Scott 
(1986) published a study that followed the work of Herzberg 
and Jaycox and Ta 11man and sought to answer two questions: 
(a) What factors in the motivation of elementary school 
teachers can be identified. (b) To what extent are there 
differences in school factors when responses of subgroups of 
teachers are examined? Data were obtained by a content 
analysis of tape-recorded interviews with 40 teachers in a 
large metropolitan public school system. Scott's major 
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findings were: (a) achievement, recognition, and 
interpersonal relations with peers, parents, and other 
adults significantly affected positive teacher motivation; 
(b) interpersonal relations with peers, parents, other 
adults, and school principals, as well as district and 
school policy and administration and discipline 
significantly affected negative teacher motivation; (c) 
subgroups tended not to differ significantly in their 
responses to sources of positive and negative motivations; 
(d) salary and job security were absent from both positive 
and negative categories; and (e) factors which tend to 
positively motivate teachers under one set of circumstances 
may tend to negatively motivate them under a different set 
of circumstances. The study concluded: (a) the findings 
are congruent with similar studies; (b) positive motivation 
stems from doing the Job (intrinsic motivation), while 
negative motivation is related to the work environment 
(extrinsic factors); (c) experiences with significant others 
play a key role in teacher motivation and heavily influence 
teacher effectiveness; and (d) principals working to 
eliminate negative factors are at the same time providing 
conditions for potential positive teacher motivation. 
Principals can be most effective by setting high 
expectations for accomplishment of organizational goals and 
reinforcing teachers' efforts. 
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Taylor (1986) using Herzberg"s Motivation-Hygiene 
Theory, surveyed 586 Florida public elementary school 
teachers with an instrument that listed each of Herzberg"s 
16 job factors and also contained a section for biographical 
data. Respondents were asked to mark each job factor as 
contributing to their job satisfaction, neutral, or 
contributing to their job dissatisfaction,. The job factors 
of Advancement, Salary, and Personal Life were perceived by 
over half of the subjects as not contributing to their job 
satisfaction. The job factors of Achievement and 
Interpersonal Relationships with the principal were 
perceived by over 90% of the subjects as contributing to 
their job satisfaction. 
Taylor also found no significant difference between 
male and female subjects on all job factors with the 
exception of Responsibility. There was also no significant 
difference between subjects with M.A. degrees and subjects 
with B.A. degrees with regard to any job factor. Subjects 
with the most years of teaching experience tended more 
frequently to perceive job factors as contributing to their 
job satisfaction than subjects with fewer years of teaching 
experience. 
Yee (1988) examined teachers" classroom careers by 
focusing on teachers" views of factors affecting their level 
of professional involvement and Job satisfaction, as well as 
the process by which they arrive at their decision to remain 
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in or leave the profession. This investigation explored the 
diverse career patterns within various workplaces where 
attrition varies. This analysis built on case studies and 
in-depth interviews with 15 former and 44 current teachers 
in three high schools; on talks with site administrators, 
document inspection, and observations to supplement the 
teachers' interviews; and on the responses from surveys of 
215 teachers at the three sites. The study documents how 
sources of satisfaction and reward vary significantly from 
an inner city school in New York to a wealthy, suburban 
school in the San Francisco Bay area to a working class 
school outside Los Angeles. Further, the level and 
direction of teachers' effort and performance are shaped by 
workplace conditions: they are not simply a product of 
individual predisposition or personality. 
Davison (1989) investigated the individual power of 
teachers as subordinates in elementary schools. It focused 
on the informal social structure in "good" elementary 
schools and the roles played by principals, teachers who 
held formal governance positions, itinerant teachers, and 
participants in the district's career ladder pilot program. 
Roles sampled were (1) providers of moral support, (2) 
sources of teaching expertise, (3) dispensers of procedural 
information, and (4) those able to "get things done" in the 
school. Peer and principal dependency data were also 
collected. Teachers and principals in five elementary 
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schools in a single school district were sampled twice in a 
two-year period. Davison's findings were: 
1. Although "good" principals received high total 
scores for providing resources to the faculty, there were 
instances when individual teachers scored as high as or 
higher than the principal. 
2. Faculty and principals depended on providers of 
moral support more than they depended on any of the 
traditionally power-producing roles. 
3. Teachers depended on peers mostly for moral support, 
less for teaching expertise and "getting things done," and 
least for information. Teachers depended on the principal 
for moral support and information, less for "getting things 
done," and least for teaching expertise. 
4. Full-time classroom teachers and specialists were 
most active in the social structure. Part-time teachers, 
itinerant teachers, and special services personnel, such as 
psychologists, speech/1anguage pathologists, etc., were not 
key participants. Some full-time teachers, such as fine 
arts, physical education, and self-contained special 
education teachers were less active. 
5. Teachers holding formal governance positions in the 
school established or gained influence while holding the 
positions, and they apparently did not lose influence the 
year after leaving the positions. Formal positions were 
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held by full-time classroom teachers and only occasionally 
by a specia 1ist. 
6. Career ladder candidates or participants established 
or gained influence in the school's social structure during 
the career ladder process. Itinerant teachers and 
individuals who teach specialized curricula were more active 
in the career ladder program than they were in the school 
governance network. 
Teacher Involvement in Decision-making 
Neufeld (1984) conducted a study that analyzed the 
balance of influence or control between teachers and school 
organizations in American public high schools. Visiting 
eight separated secondary schools, Neufeld interviewed 
teachers, principals, central administrators, counselors and 
students, and asked them how and why new courses are 
adopted, who the important actors are in these decisions, 
and how teachers assess the extent of their ability to 
Influence the outcomes. In the analysis, she drew several 
conclusions: 
1. Teachers take an active stance with respect to their 
work; they do not generally act as pawns. 
2. Assignments are often a zero-sum game in which the 
prizes are time, students and stability. 
3. Hierarchy can influence and control teacher's work 
as a function of how principals and teachers construe 
organization at the school site. 
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4. Most principals accommodate to their teachers' 
assignment preferences environment or constraints imposed by 
the organization on the work itself. 
5. Teachers try to develop an identity; organization 
treats them as interchangeable parts. 
6. Factors in the external environment, more than 
hierarchical organization, exert a powerful impact on 
teachers on teachers and principals. Teachers' influence is 
a transitory potential that is contingent on a range of 
intervening factors, only one and not the most important of 
which is organizational hierarchy. 
Hulsey (1988) surveyed the department heads in 114 
public high schools in 40 states regarding the use of 
department heads. Three of the high schools reported not 
using any department heads. The primary purpose of this 
study was to assess the perceptions of high school 
department heads regarding their actual and ideal levels of 
involvement in making decisions that affect the 
instructional program of their departments. Department 
heads were requested to respond to a list of 10 
decision-making activities fundamental to the operation of a 
typical high school, e.g., assigning teaching duties, 
selection of in-service programs, interviewing candidates 
for teaching positions, and supervising the work of 
teachers. Respondents indicated that they preferred a 
greater level of involvement in the decision-making process. 
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Although national commission reports have been calling 
attention, at least since 1980, to the need for reform and 
improvement in education and, in particular, in teaching, a 
review of the literature indicates that teachers have had 
little input, through Commissions or otherwise, on 
educational issues to which they are central (Williams, 
1988). For example, William cited the recommendations of 
the Commission on Excellence in Education (1983) and the 
Carnegie Commission's Forum on Education and the Economy 
(1986) that increasing professionalism will have effects on 
educational improvement and teachers' participation in 
decision-making; however, the critical literature casts 
doubt on the possibility and purported benefits of increased 
"professionalism“ for teachers, and it contributes to an 
understanding of the endemic exclusion of teachers from 
decision-making. To add teachers' perspectives to the 
consideration of educational reform and improvement, 
Williams conducted telephone interviews with secondary 
teachers throughout Florida to address the following 
research questions: (a) What problems in teaching 
conditions are identified by teachers? (b) How do presently 
practicing teachers rate conditions of teaching compared 
with ratings of former teachers of the same conditions? (c) 
Are problems and recommendations identified by commissions 
and panels? (d) To what degree do teachers' responses 
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indicate that they are satisfied with their role in the 
policy/decision-making process? 
This study demonstrates that when teachers'" voices are 
examined, they represent a different perspective than those 
of prominent national Commissions. The two groups differed 
substantially in their recommendations regarding salary, the 
paperwork and record-keeping required of teachers, and the 
status and prestige associated with teaching. Teachers' 
recommendations include the following: (a) Future 
Commissions should conscientiously and explicitly include 
teachers in their structure, deliberations, and 
recommendations, (b) Forceful leadership at all policy 
levels is needed to incorporate teachers'" perspectives in 
the organization and management of schooling. <c) Teachers 
cannot afford to wait for "professionalization," but must 
actively assert their desires for more control over 
educationa1 policies. 
Kline & Allen (1972) argued that the participation of 
teachers in decision-making is positively related to morale, 
and Lelman C1980) found that teachers who participate in 
decision making have higher morale than teachers who do not; 
have more positive attitudes toward their peers, 
subordinates and superordinates; and have higher regard for 
themselves and the teaching profession. 
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Principal's Interpersonal Style 
Amaku (1986) conducted a study to determine whether 
there was a significant difference between headmasters' 
perceived leadership behavior and teacher morale in 
high-achieving and low-achieving schools in state-funded 
elementary schools in the State of Nigeria. The surveyed 
subjects consisted of 200 elementary male,and female 
teachers who were randomly selected from 20 schools. Amaku 
found that there was a significant difference between the 
two groups' perceptions of leadership behavior of 
headmasters, and teacher morale. There were indications of 
significant relationships between leadership behavior of 
headmasters and teacher morale in both groups of schools. 
In light of these findings, it was concluded that the 
perceived leadership behavior of headmasters and teacher 
morale are related to students' achievement. 
Ellis (1987) examined supervisors' behavior to 
determined the influence of that behavior on teacher 
motivation and job design. The instrument was administered 
to 207 teachers. Ellis found that teachers in the sample 
with high needs for growth and achievement saw greater 
meaning in their jobs and assumed greater responsibility for 
their jobs than did those with low growth needs. It was 
also found that teachers who perceived a high degree of 
presence of the core job dimensions were more internally 
motivated than those who did not. The achievement motive of 
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growth-oriented teachers should be supported. With the 
development and implementation of an effective job model for 
classroom teachers, coupled with a method of supervision 
that favors se 1f-deve1opment, teachers with high growth and 
achievement needs will not have to look to other professions 
to satisfy those needs. In a study of teacher attitudes 
toward the efforts of the secondary school principal, 
Blackman <1984) found that schools with "high communication" 
had a much more favorable teacher attitude than schools with 
"low communication." 
Ovard (1988) studied the relationship between the 
conceptual world of participative decision-making among 
principals and teachers and the real world of 
principal/teacher interaction. To accomplish such a 
description, a series of pilot interviews and observations 
of principals in Utah were followed by twenty-six days of 
on-site observations. All work activities of each of 
thirteen principals In four different Utah school districts 
were recorded during two consecutive school days. An 
in-depth interview of each principal was also conducted as a 
check on perceptions of participative decision-making and 
the application of these perceptions to the principal's 
actual contacts with teachers. Ovard found these principals 
to be spending slightly more than one-fifth of their total 
work time in contact with teachers. Less than half of this 
contact time was spent discussing school wide issues. 
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Discussion of such issues with teachers comprised roughly 
nine per cent of these principals' total work time. These 
discussions of school-wide issues, which often included some 
aspects of participative decision-making, required a 
lengthier period of interaction than the more common 
discussions of matters pertaining only to individual 
teachers. Much of these principals' non-teacher contact 
time was spent alone in their offices, carrying out various 
decision-making activities. Those joint school-wide 
decisions observed between principals and teachers were most 
often limited to choices having direct impact on the 
classroom, with more joint decision-making occurring between 
a principal and teacher espousing a broader view of school 
needs. Most of the interaction topics initiated by 
principals were in connection with their role as evaluator, 
student disciplinarian, or symbolic leader of the school. 
Variables found to influence the nature and duration of 
principal/teacher interaction were the principal's 
socialization and attitudes after many years as a classroom 
teacher, the size of the school, and the socio-economic 
status of the school's student population. 
Wynn's <1985), studies of interpersonal relationships 
in educational administration have indicated that the school 
leader must plan on spending about ninety percent of his 
time working with people when making decisions as an 
effective administrator. To study the relationship between 
33 
teacher satisfaction and principals' skills in leadership 
and interpersonal communication styles, Skrapits (1986) 
surveyed selected effective and ineffective New York City 
public schools. Skrapits found that effective school 
administrators were perceived as friendlier, more relaxed, 
more attentive, more open, and more skilled as a 
communicator. It was also found that effective school 
principals use different leadership styles when they think 
that the situation requires it. 
Principal's Planning Techniques 
Although an examination of the contrasting systems of 
organizations will reveal many vivid differences, the 
following four models have been identified by Likert (1967): 
System 1: exploitive-authoritative; System 2: 
benevolent-authoritative; System 3: consultative; and 
System 4: participative-group. The typology of different 
systems of organization has been characterized by different 
authors in various ways, but generally corresponding with 
Likert's schema. From his studies of industrial and 
business organization, McGregor (1960) characterizes 
organizational systems according to two types: Theory X and 
Theory Y. Theory X is based on the assumption that human 
beings have an inherent dislike for work, seek to avoid 
responsibility, prefer to be directed, and tend to resist 
change. Consequently, they must be directed and controlled 
by management in a top-down hierarchical structure to meet 
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the needs of the organization. Theory Y, as postulated by 
McGregor, is based on the assumption that human beings will 
exercise seif-direction, will seek responsibility, and wi11 
work toward an organization's goals when the goals and 
climate of the organization are congruent with their 
motivational needs. The capacity for productive efforts, 
creativity, and responsibility are seen as widespread among 
people. Consequently, under Theory Y, there is a commitment 
on the part of the administration and staff to collaboration 
and participatory decision-making. Theory Y clearly 
corresponds to Likert's System 4: participative-group. 
D'Asaro (1988) conducted a study that compared, between 
public and private schools, teacher morale and their 
perception of their schools' organizational climate. Also 
examined was the relationship in each setting between 
organizational climate and teacher morale. The respondents, 
who were from randomly selected schools in New York State, 
consisted of 70 teachers from public schools and 113 
teachers from private schools. 
D'Asaro found that teacher morale in both settings was 
extremely low; however, the private school teachers were 
significantly more pleased than their public school 
counterparts with three school situations that were listed 
as components of teacher morale: rapport among teachers, 
curriculum issues, and school facilities and services. In 
both samples, significant relationships were found between 
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dimensions of organizational climate and morale. The 
results were discussed In the context of policy planning for 
special education programs. It was recommended that 
techniques aimed at fostering participative governance be 
implemented in education settings. 
Stevens <1986) conducted a study of the types of 
work-related visions held by principals with the three basic 
types of leadership styles: Initiator, Manager, and 
Responder. Also studied were the methods by which these 
types of principals attempt to translate their visions into 
reality. Participants in this study were 12 elementary 
school principals who represented the three basic styles. 
Stevens found that Initiator Principals had the greatest 
number of visions, which were the most detailed and closely 
integrated with the visions held by other Initiators. 
Initiators also had the strongest program-related visions, 
and Responders had the weakest program-related visions. 
Initiators engaged in a broader range of functions than did 
the other principal styles, pushed the hardest for change, 
and worked more extensively at attaining long-range visions. 
Managers and Responders had similar faci1itles-related 
visions. Managers were less persistent in trying to attain 
visions than Initiators when faced with staff opposition. 
Responders attempted to satisfy the concerns of others and 
preferred to operate in a consultative or counseling mode. 
They were the most interested in bureaucratic concerns. 
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Soder (1986) studied strategic planning and the factors 
that influence its development and implementation. With a 
descriptive-comparative case study design that used a 
structured interview—questionnaire, Soder surveyed four 
California community colleges. The study's major 
conclusions were: (1) strategic planning should be 
approached and developed on a holistic basis; and (2) a plan 
to plan should include a staff development program. 
Price (1986) conducted a study to determine how 
principals' management styles and evaluated effectiveness 
related to students' achievement and effective development. 
Student performance was investigated as a function of school 
principals' management styles and evaluated effectiveness. 
Price found a significant relationship among principals' 
management styles and student achievement, and changes in 
effective development. Price concluded that relating 
principals' management styles and evaluated effectiveness to 
student achievement and effective development produced 
significant results. 
A study of the relationship between teacher morale and 
teachers' perceptions of elementary principals' management 
competencies was conducted in South Carolina by Monisuzko 
(1987). The study's main findings were: 
1. There was a strong positive correlation between 
teacher perceptions of overall principals' management 
competency and teacher morale. 
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2. Teacher perceptions of each of the nineteen 
principals/ management competencies displayed a significant 
positive correlation with teacher morale. 
3. Teacher perceptions of principals/ organizational 
sensitivity contributed more than any other job factor to 
teacher morale. Organizational sensitivity was defined as 
principals' consideration of the feelings and position of 
others when planning and making significance with regard to 
teacher morale: proactive orientation, conceptual 
flexibility, achievement motivation and se 1f-présentâtion. 
4. The survey revealed the existence of two major factors: 
management skills and interpersonal skills. 
The results of the study suggested inclusion of each of 
the nineteen principals' management competencies in the 
assessment and training of prospective principals. 
Organizational sensitivity should be emphasized in staff 
development programs for elementary school principals and 
prospective principals. 
Kim (1988) examined the relationship of teachers' 
perceptions of their principals' leadership to student 
achievement. The study was based on data collected from 
4296 students and 480 teachers in 24 private high schools in 
Seoul, Korea. Kim's findings were as follows: 
1. There were significant differences in student 
achievement among the three groups of strong, average, weak 
principal leadership 
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2. There were significant differences in student 
achievement between the three groups of high, middle, and 
low income status. 
3. There was no significant interactional relationship 
between leadership and SES in regard to student achievement. 
Kim concluded that student achievement is most strongly 
influenced by student socioeconomic status. Further 
analysis, however, indicates that student achievement is 
strongly influenced by principal leadership in all three SES 
groups of high, middle, and low. In the high, middle, and 
low SES groups, strong principal leadership is positively 
related to higher student achievement as compared to weak 
and average principal leadership. 
Mungeer <1985) determined whether there existed a 
relationship between leadership effectiveness and school 
productivity. Each of the six teachers randomly sampled 
from each New Jersey urban center high school was rated on 
five broadly defined objectives specified by the principal. 
The goodness of fit between leadership style adaptability 
and follower level of maturity was determined by the 
proportionate number of teachers for whom the principal 
appropriately matched leadership style with each teacher's 
level of job- and psycho logical-re levant maturity in the 
performance of specific tasks on specified objectives. 
Mungeer found a definite relationship between leadership 
effectiveness and school productivity. Goodness of fit and 
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active involvement in school by principals, teachers, and 
students affected school productivity positively and 
significantly. Recentness of teachers' educational 
experiences only marginally contributed to leadership 
effectiveness. Teacher attendance contributes to an even 
lesser degree. Language and mathematics achievement largely 
account for school productivity, with reading and school 
retention rate contributing to school productivity to a 
still lesser degree. 
School Achievement 
Jackson <1987) conducted a study to determine the 
relationship of administrator-related variables to 
achievement of eighth grade students in Mississippi. 
Subjects of the study were 91 principals of eighth grades in 
Mississippi, and for each principal, four of his/her 
teachers (one each in English, social studies, science, and 
math). Approximately 12,000 student scores were included. 
Jackson found that the only specified leadership variable 
found to be significantly correlated with student 
achievement was the principal's style of leadership. The 
best predictors of student achievement were found to be the 
number of students on the free lunch program and the area of 
undergraduate study of the principal (for science students). 
The set of variables which best discriminated significantly 
between two groups of principals, those with schools in the 
upper quarter in student achievement and the remainder, were 
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the following: leadership style, consideration, level of 
certification, the number of supervision workshops/courses 
the principal had attended in the past year, the number of 
AIM (curriculum articulation, scope and sequencing, and 
evaluation) meetings the principal attended, the number of 
students on the free lunch program, the level of 
certification, time devoted to curriculum planning, the 
number of curriculum planning workshops/courses the 
principal had attended in the past year, and the number of 
staff development workshops conducted in the principal's 
school. 
Larsen (1984) conducted a study which examined the 
twenty-nine most important instructional leadership 
behaviors based on expert opinions, to what degree these 
were implemented by the principal in high- and low-achieving 
schools, and the impact of these behaviors on student 
achievement in reading and math. The results of the survey 
were : 
1. Teachers of high-achieving schools rated their 
principals as demonstrating instructional leadership 
behaviors significantly more often than did teachers of 
low-achieving schools. 
2. No difference was found between mean implementation 
scores of principals in the two school groups. 
3. There was a greater degree of discrepancy between 
principal and teacher scores In low-achieving schools. 
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4. Ten of 29 instructional leadership behaviors were 
found to differ significantly in their frequency of 
implementation in the two school groups. 
5. Six instructional leadership functions were 
identified and found to be implemented more frequently in 
high-achieving schools. Larsen concluded that the findings 
confirmed the literature that indicated that instructional 
leadership behavior is an important positive influence on 
student achievement. 
C. R. Brown (1983) investigated the factors relating to 
leadership behaviors that contributed most to high school 
achievement in six St. Louis inner-city high schools. C. R. 
Brown found that leadership behaviors were generally not 
related to higher student achievement. However, variables 
positively associated with the principals' leadership 
behaviors were teacher satisfaction and expectation that all 
students can master the basic objectives. 
Selected Biographical Variables 
Beattie (1987) Investigated the influence of selected 
demographic characteristics and other factors on the teacher 
morale. The sample population for the study was taken from 
teachers in the Blue Mountain, Pennsylvania, School 
District; 131 teachers in the district participated. 
The data analysis showed significant relationships 
between demographic categories and overall morale levels. 
Significant differences were found among the 12 morale 
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factors; separate Scheffe tests showed the high school to be 
the source of the difference in most instances. Finally, 
the responses of the study population differed significantly 
from corresponding national norms. It was concluded that 
the type of leadership exerted within individual school 
units was the factor most significantly related to the level 
of teacher morale. Additionally, focusing on specific 
morale factors was found to be a useful means for 
identifying areas of strengths and weaknesses. 
Mendel (1987) examined how teachers' morale was 
affected by certain work-site conditions and demographic 
variables, such as teacher ethnicity, gender, age, years of 
teaching experience, amount of college training, and level 
of teaching assignment (elementary, middle school, and high 
school). Twenty-five percent of the regular teaching 
population on Guam was sampled. Mendel found that the morale 
of Guam teachers was average, but not high. Filipinos have 
a higher level of satisfaction with all work site factors 
than do Chamorros, whose level of satisfaction is higher 
than Caucasians on 10 of 11 work site factors. Their higher 
level of satisfaction may be where the standard of living 
for teachers is lower. Female teachers overall express more 
satisfaction than do males. Morale of elementary teachers 
was found to correlate highly with teachers was most 
affected by their building principal. Morale of middle 
school teachers was most affected by their satisfaction with 
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the curriculum. Morale of high school teachers was highly 
related to satisfaction with a variety of work-site 
factors, most notably classroom instruction and teacher 
status. Significant differences in work-site satisfaction 
and morale were found for teachers varying in age, years of 
teaching experience, amount of college training, and current 
level of teaching. 
Review 
This review of the literature indicates that: 
1. Principal leadership behavior had the strongest 
relationship to teacher morale. 
2. There is a significant relationship between 
principals' management styles and student achievement. 
3. There is a strong positive correlation between 
teacher perceptions of overall principals' management 
competency and teacher morale. 
4. Teacher perceptions of each of the nineteen 
principals' management competencies displayed a significant 
positive correlation with teacher morale. 
5. Factor analysis of the survey of teacher perceptions 
of principals' management competencies revealed the 
existence of two major factors: management skills and 
interpersona1 skills. 
6. Participatory management practices enhance teacher 
attitudes. 
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7. Strategie planning should be approached and 
developed on a holistic basis. 
8. Any plan to plan should include a staff development 
program. 
9. The leadership variable found to be most 
significantly correlated with achievement was principal's 
style of leadership. 
10. Teacher satisfaction and the expectation that all 
students can master the basic objectives were associated 
with the leadership behavior of the principal. 
11. Teachers of high-achieving schools rated their 
principals as demonstrating instructional leadership 
behaviors significantly more often than did teachers of 
low-achieving schools. 
12. Six instructional leadership functions were 
identified and found to be implemented more frequently in 
high-achieving schools than in low-achieving schools. 
13. There is a significant relationship between 
principals' management styles and student achievement. 
14. Teachers who participate in decision-making have 
higher morale than teachers who do not. 
15. Teachers who participate in decision-making have 
more positive attitudes toward their peers, subordinates and 
superordinates, and have a higher regard for themselves and 
the teaching profession. 
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16. Effective school principals employ different 
leadership styles contingent upon the situation. 
17. Teachers with high needs for growth and achievement 
saw greater meaning in their jobs and assumed greater 
responsibility for their jobs than did those with low growth 
needs. 
18. Teachers who perceived a high degree of presence of 
the core job dimensions were more internally motivated than 
those who did not. 
19. Teacher perceptions of principal effectiveness were 
related to most aspects of teacher morale, including rapport 
with principal, satisfaction with teacher, and rapport with 
other teachers. 
20. Administrative leadership and home/school support 
systems are definitely important in motivating teachers to 
work. 
21. There is a significant relationship between teacher 
motivation and school achievement. 
22. Achievement, recognition, and interpersonal 
relations with peers significantly affect positive teacher 
mot 1 vat ion. 
23. Data analysis showed significant relationships 
between demographic categories and overall teacher morale 
levels. 
24. The issues of conformity and peer influence can 
affect the career choices teachers make. 
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This review of the literature indicates that the 
variables involved in this study have been researched 
separately and in various combinations. However, no 
specific research has been done relating to teacher 
application to work, teacher morale, and student 
achievement, in reading and mathematics, in low- and 
high-achieving high schools, in conjunction with teacher 
involvement in decision-making, principal's interpersona; 




In this chapter, the theoretical focus of the research 
is stated, the variables are defined, linkages among the 
variables are explained, and the research hypotheses are 
speclfied. 
Focus of the Research 
This study was designed to determine the degree to 
which teacher perceptions of teacher morale, application to 
work, and student achievement are related as dependent 
variables to such independent variables as principal's 
interpersonal style, principal's planning techniques, and 
principal's involvement of teachers in decision-making. 
This study was also designed to determine whether selected 
teacher biographical variables can provide additional 
explanations of these relationships (see Figure 1). 
Definition of Variables 
I. Application to work is defined as the "on-task" behavior 
of a teacher, such as the teachers attending 
Parent-Teacher-Association meeting, preparing and 
submitting lesson plans on time, attending the 
principal's meeting on time, coming to school on time, 
and engaging in the appropriate amount of instructional 
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Figure 1. Teacher morale, application to work, and 
student achievement in relation to selected variables. 
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II. Teacher Morale is defined as the extent to which 
teachers enjoy working in a school, and are proud of 
fellow teachers, the principal, and students (Items: 
49-58). 
III. Teacher Involvement in decision-making is defined as 
the extent to which the principal involves teachers in 
committees in curriculum planning and evaluation and 
accepts the opinions of teachers in decision-making 
(Items: 10-17). 
IV. Principal's Planning Technique is defined as the extent 
to which the principal develops an overall design of 
goals, makes choices in objectives for program 
activities, uses resources, evaluates by generation of 
alternatives, and seeks effectiveness among the various 
choices and sub-plans (Items: 18-32). 
V. Interpersonal style is defined as the extent to which 
the principal shows an interest in teacher needs and 
goals, praises teachers, finds amiable solutions to 
problem-solving, and empathizes with teachers (Items: 
33-48). 
VI. Student achievement is defined as student percentile 
reading and math scores on the Iowa Test of Basic 
Skills as obtained by each school for three consecutive 
years. These scores were used to rank the schools at 
the elementary level (see Appendix B). 
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VII. The biographical variables are defined as follows: 
Sex: male or female (coded 1 = female; 2 = male). 
Number of years in school: 1-2; 3-5; 6-8; 9 plus. 
Teacher experience: 1-2; 3-5; 6-8; 9 plus. 
Teacher educational level: B.A./B.S.; Masters; 
ED.; Ed.D./Ph.D. 
Teacher grade level: K-l: 2-3; 4-5 (Items: 
59-63). 
In the above list of seven variables, variable I was 
developed by the researcher, and variables II through VII 
were taken from Persaud's (1988) Systematic Instructional 
Supervision Questionnaire. The above definitions of 
variables are enumerated as statements in the questionnaire 
(see Appendix A). 
Proposed Relationship among the Variables 
If principals conduct systematic planning by the 
alternative choice technique (Persaud, 1988), then they 
would make efficient choices and thus principals would 
probably trust teachers in making or influencing decisions 
in committees. Further, principals'' Interpersonal style is 
essential because if they accept teachers/ views and do not 
criticize teachers (Flanders, 1976), the teachers themselves 
are likely to do the same in the school. If teachers 
receive unfair criticism from the principal they are likely 
to criticize the students, which, in turn, will have a 
negative impact on student achievement. 
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Applebury and Hoy (1970) argued that humanistic schools 
have open climates. Open climate and/or principals' open 
interpersonal style can make teachers feel accepted and have 
a sense of worth and belonging in the school; hence, 
teachers will feel proud of the principal, students, and 
fellow teachers. If principals reject teachers, they are 
likely not to be proud of their school and principal and to 
work less effectively and efficiently. 
Morale in this study is defined as teacher pride in 
fellow teachers, principal and students. This scale was 
designed by Tucker (1987) in Georgia's DeKalb County School 
System, and it has been shown to relate significantly to 
school academic achievement (Anders,1987). Morale is 
important because it tests a teacher's sense of achievement 
and belongingness in school (Switzer, 1963). Further, it is 
related to Maslow's (1970) hierarchy of needs, according to 
which each person has a need to achieve self-esteem and 
self-actualization, but these needs cannot be met until the 
person is accepted by the group and feels a sense of worth 
and belongingness. 
Significantly, positive teacher-principal relationships 
do not always lead to high teacher morale (Acklnode, 1985). 
However, according to A. F. Brown (1967), an open climate is 
essential for acceptance of innovations: hence, if the 
proposed Innovations can directly Influence teacher morale, 
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then in such a situation (where there is innovativeness) 
there can be a relationship between open climate and teacher 
application to work. 
The planning technique of effective principals could 
also influence innovativeness. Such a planning technique 
would have to ensure that the principal and teachers in the 
decision-making cycle would eliminate errors and make 
accurate choices—choices that are most relevant to goal 
achievement. The planning model that is most suitable for 
this purpose is management through the use of objectives 
CMBO). Drucker <1954) suggested that there are built into 
the administrative process an organized feedback leading to 
systematic review and a continuous revision of objectives, 
roles, priorities, and allocation of resources, then follows 
decision-making, then efficiency is maximized. Further, 
when such a planning technique is carried out through 
collaborative efforts, then morale and teacher application 
to work are facilitated. Therefore, in this study, it is 
expected that these consequences would follow the effective 
planning model (MBO). 
As teachers perceive themselves as involved in 
decision-making and the principal uses a planning technique 
that permits choices from among alternatives (Persaud's 
ACT-A1ternative Choice Technique, 1988), then such teachers 
will perceive their morale as high. Consequently, they will 
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see themselves as less controlling of the principal and 
yielding high teacher application to work (Evans, 1989). 
These variables can be integrated into the social 
system model of Getzel & Guba (1957) (see Figure 2). In 
Figure 2, the organization has roles and expectations of 
role performance. Individual personalities express 
themselves in needs disparities. Individuals also form 
groups which express themselves in climate and intentions. 
In combination they impact on the goal behavior. The theory 
of this research is that if the principal is a leader who 
involves teachers in committees, quality circles, etc., in 
the organizational framework, then the organization will be 
less bureaucratic and teachers will respond not to rules but 
roles and performance expectation that they help to define. 
If teachers work as individuals on committees, and their 
principals use an interpersonal and collaborative style, 
then the teachers' personalities and needs will be 
satisfied. Under this kind of leadership behavior, teachers 
are more likely to perform their roles and to work toward 
school goals, thereby increasing student achievement. Thus, 
principals can increase their teachers' application to work 
by using an appropriate planning technique, such as the one 
that includes elements of the management through the use of 
objectives system (MBO). 
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Figure 2 
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Guba's Social System Mode 
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Research Hypotheses 
The above discussion has suggested the following 
twenty-four null hypotheses, which were tested. 
1. There is no significant relationship between teacher 
involvement in decision-making and teacher morale in 
low-achieving elementary schools. 
2. There is no significant relationship between teacher 
involvement in decision-making and teacher 
application to work in low-achieving elementary 
schools. 
3. There is no significant relationship between teacher 
involvement in decision-making and student 
achievement in low-achieving elementary schools. 
4. There is no significant relationship between 
principal's planning techniques and teacher morale 
in low-achieving elementary schools. 
5. There is no significant relationship between 
principal's planning techniques and teacher 
application to work in low-achieving elementary 
schools. 
6. There is no significant relationship between 
principal's planning techniques and student 
achievement in low-achieving elementary schools. 
7. There is no significant relationship between 
principal's interpersonal style and teacher morale 
in low-achieving elementary schools. 
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8. There is no significant relationship between 
principal 's interpersonal style and teacher 
application to work in low-achieving elementary 
schoo1s. 
9. There is no significant relationship between 
principal's interpersonal style and student 
achievement in low-achieving elementary schools. 
10. In a regression analysis of the data, teacher 
involvement in decision-making, principal's planning 
techniques, principal's interpersonal style, ano 
teacher's sex, years in school, years experience, 
qualifications, and grade levels will not make a 
significant impact on teacher morale in 
low-achieving elementary schools. 
11. In a regression analysis of the data, teacher 
involvement in decision-making, principal's planning 
techniques, principal's interpersonal style, and 
teacher's sex, years in school, years experience, 
qualifications, and grade levels will not make a 
significant impact on teacher application to work in 
low-achieving elementary schools. 
12. In a regression analysis of the data, teacher 
involvement in decision-making, principal's planning 
techniques, principal's interpersonal style, and 
teacher's sex, years in school, years experience, 
qualifications, and grade levels will not make a 
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significant impact on student achievement in 
low-achieving elementary schools. 
13. There is no significant relationship between teacher 
involvement in decision-making and teacher morale 
in-high achieving elementary schools. 
14. There is no significant relationship between teacher 
involvement in decision-making and teacher 
application to work in high-achieving elementary 
schoo1s. 
15. There is no significant relationship between teacher 
involvement in decision-making and student 
achievement in high-achieving elementary schools. 
16. There is no significant relationship between 
principal's planning techniques and teacher morale 
in high-achieving elementary schools. 
17. There is no significant relationship between 
principal's planning techniques and teacher 
application to work in high-achieving elementary 
schools. 
18. There is no significant relationship between 
principal's planning techniques and student 
achievement in high-achieving elementary schools. 
19. There is no significant relationship between 
principal's interpersonal style and teacher morale 
in high-achieving elementary schools. 
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20. There is no significant relationship between 
principal's interpersonal style and teacher 
application to work in high-achieving elementary 
schools. 
21. There is no significant relationship between 
principal's interpersonal style and student 
achievement in high-achieving elementary schools. 
22. In a regression analysis of the data, teacher 
involvement in decision types, principal's planning 
techniques, principal's interpersonal style, and 
teacher's sex, years in school, years experience, 
qualifications, and grade levels will not make a 
significant impact on teacher morale in 
high-achieving elementary schools. 
23. In a regression analysis of the data, teacher 
involvement in decision-making, principal's planning 
techniques, principal's interpersonal style, and 
teacher's sex, years in school, years experience, 
qualifications, and grade levels will not make a 
significant impact on teacher application to work in 
high-achieving elementary schools. 
24. In a regression analysis of the data, teacher 
involvement in decision-making, principal's planning 
techniques, principal's interpersonal style, and 
teacher's sex, years in school, years experience, 
qualifications, and grade levels wl11 not make a 
significant impact on student achievement in 
high-achieving elementary schools. 
CHAPTER IV 
RESEARCH PROCEDURES 
The research procedures for this study have been 
outlined in detail in the following four sections, which 
examine (a) the sample population, (b) the primary 
data-gatherlng instrument (the Persaud Systematic 
Instructional Supervision Questionnaire), (c) the validity 
and reliability of the instrument, and (d) the methods of 
statistical analysis used in the study. 
Population 
The population for the study sample was taken from 83 
elementary schools in Atlanta, Georgia, in the Atlanta 
Public School System during 1987-1990. A total of six 
elementary schools (three low-achieving and three 
high-achieving) and 173 teachers were administered the 
survey questionnaire, with 157 teachers responding to it, 
and 146 responses were paired for data analysis (73 from 
low-achieving elementary schools and 73 from high-achieving 
elementary schools). Teachers in each school were randomly 
selected in order to give each teacher an equal chance of 
being selected. First, all teachers in each school were 
given questionnaires in a faculty meeting. Next, the 
teacher roll was used to randomly select the teachers who 
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were to be pursued to complete the questionnaire for the 
purpose of establishing validity of the instrument. The 
schools were designated low- or high-achieving based on the 
Iowa Test of Basic Skills (ITBS). Elementary schools were 
grouped into low-achieving and high-achieving schools based 
upon their composite Reading and Mathematics ITBS Scores. 
Those schools where 50% or more of the students scored at or 
above the national norms were classified as high-achieving 
schools. Those schools where at least 50% or more of the 
students scored below the national norms were classified as 
low-achieving schools. 
Only those schools where the principal had served for 
at least two school years and the achievement performance 
had remained constant over a consecutive three-year period 
were included in the sample. This procedure increased the 
reliability of teachers' perceptions of leadership style and 
controlled for spurious student achievement gains. 
Instrument 
The instrument for collecting data was a questionnaire, 
that consisted of a scale to measure each variable. The 
questionnaire contained several items for each variable. 
The researcher generated questions for the Teacher 
Application to Work (TATW) scale (Items 1-9), and conducted 
a factor analysis which produced reliability coefficients 
ranging in the 0.90s (see Appendix B). Teacher Involvement 
(Items 10-17), Principal's Planning Techniques (Items 
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18-32), Principal Interpersonal Style (Items 33-48) and 
Teacher Morale (Items 49-58) were measured by scales taken 
from an instrument constructed by Persaud (1988), the 
Systematic Instructional Supervision Questionnaire (SI-SQ), 
for use in the DeKalb County School System (see Appendix A). 
Preliminary face validity has been shown by a group of 
raters and principals for both instruments. 
Student Achievement was measured by pupil percentile 
scores on the Iowa Tests of Basic Skills (ITBS) taken from 
the Atlanta Public School Pupil Performance and Expenditures 
Reports for three consecutive years (1987-1990). The Iowa 
Test of Basic Skills (ITBS) is a nationally recognized norm 
referenced test measuring student achievement in the basic 
skills. The ITBS is designed to measure the continuous 
progress of students, grades 3-9, in the areas of reading 
and mathematics. Specifically, the ITBS presents a 
comprehensive measurement of students' growth in the 
fundamental skills of vocabulary, reading, the mechanics of 
writing, methods of study, and mathematics. The test 
battery was multi-level and nongraded. Each test consisted 
of a continuous scale from low level grade 3 to superior 
grade 9. Students were assigned test levels which were 











1. Do a great deal of griping about 
his/her teaching assignment. .90861 
2. Feel that his/her school assignments 
are unreasonable. .96673 
3. Engage in the appropriate amount of 
instructional time with the students. .97132 
4. Look forward to attending Parent- 
Teacher-Association meetings. .92122 
5. Enjoy working with the students. .91766 
6. Show a great deal of initiative and 
creativity in their teaching assign¬ 
me s. .91276 
7. Arrive at school on or before time. .95732 
8. Begin classes at the scheduled time. .91329 
9. Attend faculty meetings on time. .96475 
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statistical validity. In addition, an item to scale 
correlation was conducted for each of the perception 
variables. The variables were enumerated as statements in 
the questionnaire instrument (see Appendix A). It should be 
noted that the item to scale correlation coefficients for 
morale, teacher involvement and principal's planning 
techniques were all above .70. On the principal's 
interpersonal style scale, two items were omitted (items 36 
and 41) because they tested to be very weak. 
Statistical Analysis 
The following statistical analyses were completed 
utilizing the data collected: (a) an item to scale 
correlation and a factor analysis, to test instrument 
validity, and (b) correlational and regression analyses, to 
test the hypotheses. 
CHAPTER V 
Data Analysis 
The data analysis is presented in five sections: (a) 
Demographic composition of the respondents in three 
low-achieving elementary schools and three high-achieving 
elementary schools, (b) data variations in mean scores of 
variables by low-achieving elementary schools and 
high-achieving elementary schools, (c) statistical results 
concerning the null hypotheses, (d) analyses of the data in 
relation to the hypotheses posed in the study, and (e) 
significant correlations between low- and high-achieving 
elementary schools. 
Demographic Composition of Respondents 
The demographic composition of the respondents in three 
low-achieving elementary schools and three high-achieving 
elementary schools is presented in Table 2. The table shows 
that most of the variables in low-achieving elementary 
schools were compatible with those of high-achieving 
elementary schools. Two variables are worth noting: (1) 
The number of years at the same school and (2) the years of 
experience. The number of teachers that had spent 9 or more 
years teaching in low-achieving elementary schools was 23 
(31.5 %> compared to 10 (13.7%) in the high-achieving 










Low-achieving 1 High -achieving 
VARIABLES 1 Elementary 1 Elementary 
1 Schoo 1 s 1 School s 
1 1 PER- 
1 VALUE 
1 
FREQ. PERCENT 1 
1 
VALUE FREQ. CENT 
1Fema1e 1 63 86.3 1 1 64 87.7 
SEX 1 Male 
I 
2 10 13.7 1 
I 










1 3-5 1 8 
1 
11.0 1 1 14 19.2 
1 6-8 2 42 57.5 1 2 49 67.1 











1 3-5 1 5 
1 
6.8 1 1 2 2.7 
YEARS 1 6-8 2 25 34.2 ! 2 19 26.0 
1 9+ 3 43 58.9 1 3 52 71 .2 
EX- 1 1 
PERIENCE 1 TOTAL/S 
1 




1 BACHELOR 1 9 
1 
12.3 1 1 4 5.5 
QÜALI- 1 MASTERS 2 45 61.6 1 2 49 7.1 
FICATION 1 SP+ 
I 
3 19 26.0 1 
I 










1 2-3 1 28 
1 
38.4 1 1 25 34.2 
GRADE 1 4-5 2 22 30.1 1 2 26 35.6 
1 K - 1 4 23 31.5 1 4 22 30.1 
LEVEL 1 1 
1 TOTAL/S 
1 




elementary schools had 9 or more years of teaching 
experience compared to fifty-two (71.2 %) teachers in 
high-achieving elementary schools. This indicated that 
teachers working at the same school longer (low-achieving 
elementary schools) have no advantage over teachers, working 
at the same school, with more experience (high-achieving 
elementary schools). This also agreed with the study done 
by Mendel (1987). who concluded that there is a significant 
relationship between teaching experience and student 
achievement. 
Data Comparison of Low- and High-achieving 
Elementary Schools 
The mean scores, on the variables, of low- and 
high-achieving elementary schools have been presented in 
Table 3, and Table 4, respectively. The analysis of 
variance (Table 6) using the mean scores in Table 5 
indicated that there are significant variations among 1ow- 
and high-achieving elementary schools in the dependent 
variables of teacher application to work, teacher morale, 
and student achievement, and the independent variables of 
teacher involvement, principal's planning techniques, and 
principal's interpersonal style. Testing the hypotheses 
involved determining the degree to which variations in the 
dependent variables (teacher application to work, teacher 
morale, and student achievement in reading and mathematics) 




Mean Scores of Low-achievinet Elementary Schools 
MINIMUM 





To Work 73 16.9315 9-45 3.6030 
Teacher 
I nvo1vement 73 13.1096 8-40 3.7251 
Principal's 
PIanning 73 21.7671 15-75 5.6261 
Principal's 
Interpersonal 
Style 73 27.3562 16-80 6.2702 
Teacher Morale 73 17.3014 9-45 2.7723 
Sex 73 1.1370 1 - 2 .3462 
Years in 
Schoo1 73 2.2055 1 - 3 .6227 
Years 
Experience 73 2.5205 1 - 3 .6260 
Quaiification 73 2.1370 1 - 3 .6082 
Grade Level 73 2.2466 1,2,4 1.2669 
Reading 73 34.3699 2.8407 
Mathematics 73 43.0548 1.6658 
Sex IQualification 1 Years 1 Grade Level 1 Years in 
Fe- 1 1 Experience 1 1 School 
male = 11 Bachelor = 11 2-3 = 1 1 2-3 = 1 1 3-5= 1 
Male = 21 Masters = 21 4-5=2 1 4-5 = 2 1 6-8= 2 




Mean Scores of High-achieving Elementary Schools 
MINIMUM 





to Work 73 43.8219 9 - 45 1.2510 
Teacher 
Involvement 73 38.4384 8 - 40 1.8781 
Principal's 
PIannlng 73 71.1507 15 - 75 3.9004 
Principal's 
Interpersona 1 
Sty 1 e 73 74.1644 16 - 80 3.5356 
Teacher Morale 73 43.5479 9 - 45 1.5727 
Sex 73 1.1233 1 - 2 .3310 
Years in 
School 73 1.9452 1 - 3 .5747 
Years 
Experience 73 2.6849 1 - 3 .5238 
Qualificat ion 73 2.2192 1 - 3 .5335 
Grade Level 73 2.2603 1 >2,4 1.2251 
Reading 73 83.3973 4.1457 
Mathematics 73 87.3562 2.3651 
Sex 1 Qualification 1 Years 1 Grade Leve 1 1 Years in 
Fe- 1 1 Experience 1 1 School 
male = 11 Bachelor = 11 2-3 = 1 1 2-3 = 1 1 3-5= 1 
Male = 21 Masters = 21 4-5 = 2 1 4-5 = 2 1 6-8= 2 
1 Specialist+ 31 9+ = 3 1 k-1 = 3 1 9+ = 3 
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Table 5 
Comparison of Low-achieving and High-achieving Elementary 
Schools 
* School Achievement 
Leve 1 
LOW 






N = Teachers 73 73 
Teacher 
App1ication 
To Work 16.9315 43.8219 9-45 
Teacher 
Invo1vement 13.1096 38.4384 8-40 
Principal 
P1anning 21.7671 71.1507 15-75 
Principal's 
Interpersonal 
Style 27.3562 74.1644 16-80 
Teacher Morale 17.3014 43.5479 9-45 
Reading 34.3699 83.3973 0-99 
Mathematics 43.0548 87.3562 0-99 
^School Achievement Level based on ITBS scores for years 
1987-1989. Low Achievement = 1; High Achievement = 2. 
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Table 6 
Differences between Low-achieving and High-achieving 
Elementary Schools (Analysis of Variance) 
VARIABLES D.F. F 
RATIO 
Sig of F 
Teacher App1ication 
To Work 1 3628.7874 .0000 
Teacher Involvement 1 2690.9099 .0000 
Principal's Planning 
Techniques 1 3798.6189 .0000 
Principal's Inter¬ 
personal Style 1 3086.7500 .0000 
Teacher Morale 1 4950.1092 .0000 
Mathematics 1 17120.5537 .0000 
Reading 1 6947.3849 .0000 
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involvement in decision-making, principal's planning 
techniques, and principal's interpersonal style). Three 
low-achieving elementary schools (coded 1) were paired with 
three high-achieving elementary schools (coded 2) based on 
test results from the Iowa Test of Basic Skills (ITBS) for 
the years 1987-1989 (see Appendix B). The results (see 
Tables 3 and 4) revealed that there was a. significant 
difference between the means of low-achieving elementary 
schools and the means of high-achieving elementary schools. 
The fact that the mean scores for high-achieving elementary 
schools were higher than the mean scores for low-achieving 
elementary schools implied that all variables were operating 
simultaneously in a positive manner to create a climate for 
high achievement in high-achieving elementary schools. 
An analysis of variance was conducted on each of the 
variables in the study (teacher application to work, teacher 
involvement in decision-making, principal's planning 
techniques, interpersonal style, teacher morale, student 
achievement in reading and mathematics) to determine if a 
significant difference existed between low- and 
high-achieving elementary schools. The data concerning any 
significant differences that existed in teacher involvement 
in decision-making in low- and high-achieving schools are 
presented in Table 7, which shows that the variable of 
teacher application to work was significantly different 
between low- and high-achieving elementary schools (when the 
73 
Table 7 
Teacher Application to Work between Low-achieving ana 











GROUPS 1 26392.9384 26392.9384 3628.7874 .0000 
WITHIN 
GROUPS 144 1047.3425 7.2732 
TOTAL 145 27440.2808 
STANDARD 
GROUP COUNT MEAN DEVIATION 
LOW- 
ACHIEVING 73 16.9315 3.6030 
HIGH- 
ACHIEVING 73 43.8219 1.2510 
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F probability is equal to .0000, in reference to a variable, 
a significant difference occurred between the two groups). 
The data concerning any significant differences that 
existed in teacher involvement in decision-making between 
low- and high-achieving elementary schools are presented in 
Table 8, which shows that the variable of teacher 
involvement in decision-making was significantly different 
between low- and high-achieving elementary schools (when the 
F probability is equal to .0000. in reference to a variable, 
a significant difference occurred between the two groups). 
The data concerning any significant differences that 
existed in principal's planning techniques between low- and 
high-achieving elementary schools are presented in Table 9, 
which shows that the variable of principal's planning 
techniques was significantly different between low- and 
high-achieving elementary schools (when the F probability is 
equal to .0000, in reference to a variable, a significant 
difference occurred between the two groups). 
The data concerning any significant differences that 
existed in principal's interpersonal style between low- and 
high-achieving elementary schools are presented in Table 10, 
which shows that the variable of principal's interpersonal 
style was significantly different between low-achieving and 
high-achieving schools (when the F probability is equal to 
.0000, in reference to a variable, a significant difference 
occurred between the two groups). 
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Table 8 
Teacher Involvement between Low-achieving and 











GROUPS 1 23416.4452 23416.4452 2690.9099 .0000 
WITHIN 
GROUPS 144 1233.0959 8.7021 
TOTAL 145 24649.5411 




ACHIEVING 73 13 . 1090 3.7251 
HIGH- 
ACHIEVING 73 38 .4384 1.8781 
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Table 9 
Principal..7s Planning Techniques between Low-achievina and 











GROUPS 1 89013.8699 89013.8699 3798.6189 .0000 
WITHIN 
GROUPS 1 44 3374.3836 23.4332 
TOTAL 145 92388.2535 




ACHIEVING 73 21 .7671 5.6261 
HIGH- 
ACHIEVING 73 71 . 1507 3.9004 
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Table 10 
Principal la Interpersonal Style between Low-achieving 











GROUPS 1 79971.8425 79971.8425 3086.7500 .0000 
WITHIN 
GROUPS 144 3730.7671 25.9081 
TOTAL 145 83702.6096 




ACHIEVING 73 27.3562 5.2702 
HIGH- 
ACHIEVING 73 74.1644 3.5356 
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The data concerning any significant differences that 
existed in teacher morale between low- and high-achieving 
elementary schools are presented in Table 11, which shows 
that the variable of teacher morale was significantly 
different between low- and high-achieving elementary schools 
(when the F probability is equal to .0000, in reference to a 
variable, a significant difference occurred between the two 
groups). 
The data concerning any significant differences that 
existed in student achievement in reading between 
low-achieving elementary schools and high-achieving 
elementary schools are presented in Table 12, which shows 
that the variable of student achievement in reading was 
significantly different between low-achieving elementary 
schools and high-achieving elementary schools (when the F 
Probability is equal to .0000, in reference to a variable, a 
significant difference occurred between the two groups). 
The data with concerning any significant differences 
that existed in student achievement in mathematics between 
low-achieving elementary schools and high-achieving 
elementary schools are presented in Table 13, which shows 
that the variable of student achievement in mathematics was 
significantly different between low-achieving elementary 
schools and high-achieving elementary schools (when the F 
Probability is equal to .0000, in reference to a variable, a 
significant difference occurred between the two groups). 
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Table 11 
Teacher Morale between Low-achieving and High-achieving 











GROUPS 1 25144.2192 25144.2192 4950.1092 .0000 
WITHIN 
GROUPS 144 731.4521 5.0795 
TOTAL 145 25875.6713 




ACHIEVING 73 17 .3014 2.7723 
HIGH- 
ACHIEVING 73 43.5479 1.5727 
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Table 12 
Student Achievement, in Reading, between Low-achieving ana 











GROUPS 1 87734.5274 87734.5274 6947.3849 .0000 
WITHIN 
GROUPS 144 1818.4932 12.6284 
TOTAL 145 89553.0206 




ACHIEVING 73 34 .3699 2.8407 
HIGH- 
ACHIEVING 73 83 .3973 4.1457 
81 
Table 13 
Student Achievement, in Mathematics, between Low-achieving 











GROUPS 1 71635.3151 71635.3151 17120.5537 .0000 
WITHIN 
GROUPS 144 602.5205 4.1042 
TOTAL 145 72237.8356 




ACHIEVING 73 43 .0548 1.6658 
HIGH- 
ACHIEVING 73 87 .3562 2.3651 
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Summary of Tables Comparing Data from Low-achieving and 
High-achieving Elementary Schools 
The analysis of variance showed that, for the variables 
used in this study, there were significant differences 
between low-achieving elementary schools and high-achieving 
elementary schools and that the mean scores for each 
variable were higher in high-achieving elementary schools 
than in low-achieving elementary schools. 
Statistical Results Concerning the Null Hypotheses 
The data are reported in the order of the null 
hypotheses. 
Hypothesis i states that "There is no significant 
relationship between teacher involvement in decision-making 
and teacher morale in low-achieving elementary schools." 
The data with respect to this hypothesis are stated in Table 
14, which shows that teacher involvement in decision-making 
correlated r = .7687 with teacher morale. This value is 
greater than the critical value r = .232 at the .05 level of 
significance. Therefore, since the data revealed a 
significant relationship between these two variables, 
Hypothesis 1 is rejected. 
Hypothesis 2 states that "There is no significant 
relationship between teacher involvement in decision-making 
and teacher application to work in low-achieving elementary 
schools." The data with respect to this hypothesis are 
stated in Table 14, which shows that teacher involvement in 
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Table 14 
Correlation Matrix for Low-achieving Elementary Schools 









Invo1vement .6566 .7687 -.1627 .2721 
Principal's 
PIanning 
Techniques .7433 .8184 -.1675 .2681 
Principal's 
Interpersonal 
Sty 1 e .7481 .8039 -.5175 .4715 
Sex -.0703 .0722 -.0381 -.1577 
Years in 
Schoo1 -.1484 .0441 .0193 .0158 
Years Experience -.2549 -.1237 -.1566 -.1321 
Qua 1ification -.0147 .0328 .0185 .0473 
Grade Level .0889 .0023 -.0032 -.0593 
# Pearson Correlation Critical Table c. = .232, P .05 
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decision-making correlated r = .6566 with teacher 
application to work. This value is greater than the 
critical value r = .232 at the .05 level of significance. 
Therefore, since the data revealed a significant 
relationship between these two variables. Hypothesis 2 is 
rejected. 
Hypothesis 3 states that "There is no significant 
relationship between teacher involvement in decision-making 
and student achievement, in reading and mathematics, in 
low-achieving elementary schools." The data with respect to 
this hypothesis are stated in Table 14, which shows that 
teacher involvement in decision-making correlated r - -.1627 
(an inverse correlation) with student achievement in 
reading. The absolute value of -.1627 is less than the 
critical value r = .232 at the .05 level of significance for 
student achievement in reading. Therefore, since there is 
not a significant relationship between teacher involvement 
in decision-making and student achievement in reading in 
low-achieving elementary schools. Hypothesis 3 is accepted. 
In Table 14, teacher involvement in decision-making 
correlated r = .2721 with mathematics. This value is 
greater than the critical value r = .232 at the .05 level of 
significance for mathematics. Therefore, since there is a 
significant relationship between teacher involvement in 
decision-making and student achievement, in mathematics, in 
low-achieving elementary schools. Hypothesis 3 is rejected. 
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In other words. Hypothesis 3 is accepted for student 
performance in reading and rejected for student performance 
in mathematics. 
Hypothesis 4 states that "There is no significant 
relationship between principal's planning techniques and 
teacher morale in low-achieving elementary schools." The 
data with respect to this hypothesis are stated in Table 14, 
which shows that principal's planning techniques correlated 
r = .8184 with teacher morale. This value is greater than 
the critical value r = .232 at the .05 level of 
significance. Therefore, since the data revealed a 
significant relationship between these two variables, 
Hypothesis 4 is rejected. 
Hypothesis 5 states that "There is no significant 
relationship between principal's planning techniques and 
teacher application to work in low-achieving elementary 
schools." The data with respect to this hypothesis are 
stated in Table 14, which shows that principal's planning 
techniques correlated r = .7433 with teacher application to 
work. This value is greater than the critical value r = 
.232 at the .05 level of significance. Therefore, since the 
data revealed a significant relationship between these two 
variables, Hypothesis 5 is rejected. 
Hypothesis 6 states that "There is no significant 
relationship between principal's planning techniques and 
student achievement, in reading and mathematics, in 
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low-achieving elementary schools." The data with respect to 
this hypothesis are stated in Table 14, which shows that 
principal's planning techniques correlated r = -.1675 (an 
inverse correlation) with student achievement in reading. 
The absolute value for -.1675 is less than the critical 
value r = .232 at the .05 level of significance for student 
achievement in reading; therefore, since there is not a 
significant relationship between principal's planning 
techniques and student achievement, in reading, in 
low-achieving elementary schools, Hypothesis 6 is accepted. 
In Table 14, principal's planning techniques correlated r = 
2681 with student achievement in mathematics. This value is 
greater than the critical value r = .232 at .05 level of 
significance for student achievement in mathematics; 
therefore, since there is a significant relationship between 
principal's planning techniques and student achievement, in 
mathematics, in low-achieving elementary schools. Hypothesis 
6 is rejected. In other words, Hypothesis 6 is accepted for 
student performance in reading and rejected for student 
performance in mathematics. 
Hypothesis 7 states that "There is no significant 
relationship between principal's interpersonal style and 
teacher morale in low-achieving elementary schools." The 
data with respect to this hypothesis are stated in Table 14, 
which shows that principal's interpersonal style correlated 
r = .8039 with teacher morale. This value is greater than 
87 
the critical value r = .232 at the .05 level of 
significance. Therefore, since the data revealed a 
significant relationship between these two variables, 
Hypothesis 7 is rejected. 
Hypothesis 8 states that "There is no significant 
relationship between principal's interpersonal style and 
teacher application to work in low-achieving elementary 
schools." The data with respect to this hypothesis are 
stated in Table 14, which shows that principal's 
interpersonal style correlated r = .7481 with teacher 
application to work. This value is greater than the 
critical value r = .232 at the .05 level of significance. 
Therefore, since the data revealed a significant 
relationship between these two variables, Hypothesis 8 is 
rejected. 
Hypothesis 9 states that "There is no significant 
relationship between principal's interpersonal style and 
student achievement. In reading and mathematics, in 
1ow-achievlng elementary schools." The data with respect to 
this hypothesis are stated in Table 14, which shows that 
principal's interpersonal style correlated r = -.5175 (an 
inverse correlation) with student achievement in reading. 
The absolute value for -.5175 is greater than the critical 
value r = .232 at the .05 level of significance for student 
achievement in reading; therefore, since the data revealed a 
significant relationship (inverse) between these two 
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variables, Hypothesis 9 is rejected for student performance 
in reading. In Table M, principals interpersonal style 
correlated r = .4715 with student achievement in 
mathematics. This value is greater than the critical value 
r = .232 at the .05 level of significance for student 
achievement in mathematics; therefore, since the data 
revealed a significant relationship between these two 
variables, Hypothesis 9 is rejected for student performance 
in mathematics. 
Hypothesis 10 states that “In a regression analysis of 
the data, teacher involvement in decision-making, 
principal's planning techniques, principal's interpersonal 
style, and teacher's sex, years in school, years experience, 
qualifications, and grade levels will not make a significant 
impact on teacher morale in low-achieving elementary 
schools." The data with respect to this hypothesis are 
stated in Table 15, which shows that principal's planning 
techniques, principal's interpersonal style, and teacher 
involvement in decision-making were in the equation 
predicting teacher morale. The other variables were outside 
of the equation. This means that Hypothesis 10 is rejected 
because there is a significant relationship between the 
three independent variables (principal's planning 
techniques, principal's interpersonal style, and teacher 
involvement in decision-making) and the dependent variable 
teacher morale. The order of prediction: principal's 
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Table 15 
Low-achieving Elementary Schools: Teacher Morale against the 
Independent Variables (Regression Analysis) 
Multiple R 
R Square 






Analysis of variance 
D.F. Sum of Squares Mean Square 
Regression 3 430.11625 143.37208 
Residual 69 123.25361 1.78628 
F = 80.26275 Significant F = .0000 
Dependent Variable: Teacher Morale 





B SE B Beta T Sig T 
Style .173420 .038506 .392230 4.504 .0000 
Teacher 








.051880 .325367 3.090 .0029 
.721851 9.121 .0000 
  Variables not in the Equation  
Beta In Partial Min Toler T Sig T 
Sex 
Years in 
.073128 .154837 .291083 1.292 .2006 
School 
Years 
.024268 .050277 .290663 .415 .6794 
Experience -.028078 -.058885 .289606 -.486 .6282 
Qualification .013054 .027507 .288583 .227 .8212 
Grade Level -.076893 -.156645 .277135 -1.308 .1953 
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planning techniques. Beta = .392230 is significant at .0000: 
principal's interpersonal style, Beta = .325367 is 
significant at .0029; and teacher involvement, Beta = 
.254518 is significant at .0079. These three variables 
account for an overall variance of .77. 
Hypothesis 11 states that "In a regression analysis of 
the data, teacher involvement in decision-rmaking, 
principal's planning techniques, principal's interpersonal 
style, and teacher's sex, years in school, years experience, 
qualifications, and grade levels will not make a significant 
impact on teacher application to work in low-achieving 
elementary schools." The data with respect to this 
hypothesis are stated in Table 16, which shows principal's 
planning techniques, principal's interpersonal style, and 
years experience were in the equation predicting teacher 
application to work; all other variables were outside the 
equation. This means that Hypothesis 11 is rejected because 
there is a significant relationship between the three 
independent variables (principal's planning techniques, 
principal's interpersonal style, and years experience) and 
the dependent variable (teacher application to work). The 
order of prediction: principal's Interpersonal style, Beta 
= .449263 is significant at .0001; principal's planning 
techniques, Beta = .384437 is significant at .0005; and 
years experience, Beta = -.178292 is significant at .0132. 
In this equation, principal's interpersonal style. 
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Table 16 
low-achieving ËlemenUry ?ChWlgi Teacher Application to Work 
against the Independent Variables (Regression Analysis) 
Multiple R .81687 
R Square .66727 
Adjusted R Square .65281 
Standard Error 2.12298 
Analysis of variance 
D.F. Sum of Squares Mean Square 
Regression 3 623.67140 207.89047 
Residual 69 310.98614 4.50705 
F = 46.12566 Significant F = .0000 
Dependent Variablet 
Independent 
Teacher Application to Work 
Variables in the Equation — 
Variable(s) B SE B Beta T Sig T 
Principal's 
Interpersonal 
Style .258153 .060243 .449263 4.285 .0001 
Principal's 
Planning 
Techniques .246193 .067556 .384437 3.644 .0005 
Years 
Experience -1.026092 .403399 - .178292 • -2.544 .0132 
(Constant) 7.096845 1.594941 4.450 .0000 
in 7/ <•1. i rsn 
Variables Beta In Partial Min Toler T Sig T 
Teacher 
Involvement .099482 .105243 .289606 .873 .3859 
Sex -.057765 -.099927 .432662 -.828 .4105 
Years in 
Schoo1 -.046418 -.062330 .416077 -.515 .6082 
Qualification .014102 .023459 .425115 .194 .8471 
Grade Level .094423 .159197 .431430 1.330 .1880 
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principals planning techniques , and years experience 
account for an overall adjusted variance of .66. 
Hypothesis 12 states that "In a regression analysis of 
the data, teacher involvement in decision-making, 
principal's planning techniques, principal's interpersonal 
style, and teacher's sex, years in school, years experience, 
qualifications, and grade levels will not, make a significant 
impact on student achievement, in reading and mathematics, 
in low-achieving elementary schools." The data with respect 
to this hypothesis are stated in Tables 17 and 18. Table 17 
shows that principal's interpersonal style and principal's 
planning techniques were in the equation predicting student 
achievement in reading. The other variables were outside 
the equation. This means that hypothesis 12 is rejected for 
student performance in reading since the independent 
variables (principal's interpersonal style, principal's 
planning technique) had a significant impact on the 
dependent variable (student achievement in reading). The 
order of prediction: principal interpersonal style, Beta = 
-.891551 is significant at .0000; and principal's planning 
style, Beta = .499819 is significant at .0008. These two 
variables account for an overall variance of .36. Table 18 
shows that principal's interpersonal style was in the 
equation predicting student achievement in mathematics. The 
other variables were outside the equation. This means that 
Hypothesis 12 is rejected for student performance in 
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Table 17 
Low-achieving Elementary Schools: Student Achievement, in Reading. 
against the Independent Variables (Regression Analysis) 
Multiple R .61452 
R Square .37763 
Adjusted R Square .35985 
Standard Error 2.27283 
Analysis of variance 
D.F. Sum of Squares Mean Square 
Regression 2 219.41044 109.70522 
Residual 70 361.60325 5.16576 
F = 21.23699 Significant F = .0000 
Dependent Variable: Student Achievement (Reading) 
 Variables in the Equation — 
Independent 
Variable(s) B SE B Beta T Sig T 
Principal's 
Interpersonal 
Style -.403915 .064415 - .891551 -6.271 .0000 
Principal's 
Planning 
Techniques .252366 .071789 .499819 3.515 .0008 
(Constant) 39.926146 1.223048 32.645 .0000 
Vdiidoiww not lii cnc &Hua c i un 
Variables Beta In Partial Min Toler T Sig T 
Teacher 
Involvement .092654 .071737 .291208 .597 .5522 
Sex -.057535 -.072882 .439256 -.609 .5458 
Years in 
School -.031046 -.039181 .436181 -.326 .7456 
Years 
Experience -.151372 -.190091 .433328 -1.608 .1123 
Qualification -.022373 -.028208 .435200 -.234 .8154 
Grade Level .049757 .062618 .433349 .521 .6039 
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Table 18 
Uw-achigying Elementary Schools: student Achievement, in 
Mathematics, against the Independent Variables (Regression Analysis) 
Multiple R .47150 
R Square .22231 
Adjusted R Square .21136 
Standard Error 1.47928 
Analysis of variance 
D.F. Sum of Squares Mean Square 
Regression 
Residual 
1 44.41372 44.41372 
71 155.36710 2.18827 
F = 20.29628 Significant F = .0000 
Dependent Variable: Student Achievement (Mathematics) 
  Variables in the Equation  
Independent 
Variable(s) B SE B Beta T Sig T 
Principal's 
Interpersonal 
Style .125259 .027804 .471500 4.505 .0000 
(Constant) 39.628191 .780056 30.802 .0000 
  Variables not in the Equation  
Variables Beta In Partial Min Toler T Sig T 
Teacher 
Involvement -.069993 -.059578 .563457 -.499 .6191 
Principal's 
Planning 
Techniques -.192719 -.144928 .439808 -1.225 .2245 
Sex -.150008 -.170080 .999731 -1.444 .1532 
Years in 
School .036546 -.041402 .998072 .347 .7299 
Years 
Experience .161964 .183306 .996151 1.560 .1232 
Qualification .053453 .060608 .999832 .508 .6130 
Grade Level .021879 .024731 .993647 .207 .8366 
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mathematics since the independent variable (principals 
interpersonal style) had a significant impact on the 
dependent variable (student achievement in mathematics). 
The prediction principal's interpersonal style, Beta = 
.471500 is significant at .0000. This variable account for 
an overall adjusted variance of .21. 
Hypothesis 13 states that "There is no significant 
relationship between teacher involvement in decision-making 
and teacher morale in high-achieving elementary schools." 
The data with respect to this hypothesis are stated in Table 
19, which shows teacher involvement in decision-making 
correlated r = -.0025 with teacher morale. The absolute 
value of -.0025 is less than the critical value r = .232 at 
the .05 level of significance; therefore, since the data did 
not reveal a significant relationship between these two 
variables, Hypothesis 13 is accepted. 
Hypothesis 14 states that "There is no significant 
relationship between teacher involvement in decision-making 
and teacher application to work in high-achieving elementary 
schools." The data with respect to this hypothesis are 
stated in Table 19, which shows that teacher involvement in 
decision-making correlated r = .5834 with teacher 
application to work. This value is greater than the 
critical value r = .232 at the .05 level of significance. 
Therefore, since the data revealed a significant 
relationship between these two variables, Hypothesis 14 is 
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Table 19 
Correlation Matrix for High-achieving Elementary Schools 









Involvement .5834 -.0025 . 1486 . 1332 
Principal's 
PIanning 
Techniques .4809 .2852 .0074 .0498 
Principal's 
Interpersonal 
Style .3301 .2808 -.0879 - .0503 
Sex .0538 -.0782 -.0665 -.0923 
Years in 
School -.0910 -.1354 -.0957 .1183 
Years Experience -.0404 -.0067 -.1654 -.1997 
Qualificat ion .2466 .2356 . 1234 -.1244 
Grade Level -.1325 .0331 -.0696 .0778 
# Pearson Correlation Critical Table t = .232, P .05 
97 
rejected. 
Hypothesis 15 states that "There is no significant 
relationship between teacher involvement in decision-making 
and student achievement, in reading and mathematics, in 
high-achieving elementary schools." The data with respect 
to this hypothesis are stated in Table 19, which shows that 
teacher involvement in decision-making correlated r = .1486 
with student achievement in reading. Since this value is 
less than the critical value r = .232 at the .05 level of 
significance for student achievement in reading, there is no 
significant relationship between these two variables. 
Hypothesis 15 is accepted for student performnce in reading. 
In this table, teacher involvement in decision-making 
correlated r = .1332 with student achievement in 
mathematics. Since this value is less than the critical 
value r = .232 at the .05 level of significance for 
mathematics, there is no significant relationship between 
these two variables. Hypothesis 15 is accepted for student 
performance in mathematics. 
Hypothesis 16 states that "There is no significant 
relationship between principal's planning techniques and 
teacher morale in high-achieving elementary schools." The 
data with respect to this hypothesis are stated in Table 19, 
which shows that principal's planning techniques correlated 
r = .2852 with teacher morale. This value is greater than 
the critical value r = .232 at the .05 level of 
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significance. Therefore, since the data revealed a 
significant relationship between these two variables. 
Hypothesis 16 is rejected. 
Hypothesis 17 states that "There is no significant 
relationship between principal's planning techniques and 
teacher application to work in high-achieving elementary 
schools." The data with respect to this hypothesis are 
stated in Table 19, which shows that principal's planning 
techniques correlated r = .4809 with teacher application to 
work. This value is greater than the critical value r = 
.232 at the .05 level of significance. Therefore, since the 
data revealed a significant relationship between these two 
variables, Hypothesis 17 is rejected. 
Hypothesis 18 states that "There is no significant 
relationship between principal's planning techniques and 
student achievement, in reading and mathematics, in 
high-achieving elementary schools." The data with respect 
to this hypothesis are stated in Table 19, which shows that 
principal's planning techniques correlated r = .0074 with 
student achievement in reading. Since this value is less 
than the critical value r = .232 at the .05 level of 
significance for student achievement in reading, there is no 
significant relationship between these two variables. 
Therefore, Hypothesis 18 is accepted for student performance 
in reading. Table 19 shows that principal's planning 
techniques correlated r = .0498 with student achievement in 
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mathematics. Since this value is less than the critical 
value r = .232 at the .05 level of significance for student 
achievement in mathematics, there is no significant 
relationship between these two variaables. Therefore, 
Hypothesis 18 is accepted for student performance in 
mathematics. 
Hypothesis 19 states that "There is no significant 
relationship between principal's interpersonal style and 
teacher morale in high-achieving elementary schools". The 
data with respect to this hypothesis are stated Table 19, 
which shows that principal's interpersonal style correlated 
r = .2808 with teacher morale. This value is greater than 
the critical value r = .232 at the .05 level of 
significance. Therefore, since the data revealed a 
significant relationship between these two variables. 
Hypothesis 19 is rejected. 
Hypothesis 20 states that "There is no significant 
relationship between principal's interpersonal style and 
teacher application to work in high-achieving elementary 
schools." The data with respect to this hypothesis are 
stated in Table 19, which shows that principal's 
interpersonal style correlated r = .3301 with teacher 
application to work. This value is greater than the 
critical value r = .232 at the .05 level of significance. 
Therefore, since the data revealed a significant 
relationship between these two variables, Hypothesis 20 is 
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rejected. 
Hypothesis 21 states that "There is no significant 
relationship between principals interpersonal style and 
student achievement, in reading and mathematics, in 
high-achieving elementary schools." The data with respect 
to this hypothesis are stated in Table 19, which shows that 
principal's interpersonal style correlated r = -.0879 (an 
inverse correlation) with student achievement in reading. 
The absolute value for -.0879 is less than the critical 
value r = .232 at the .05 level of significance for student 
achievement in reading. Therefore, since the data revealed 
no significant relationship between these two variables, 
Hypothesis 21 is accepted for student performance in 
reading. Table 19 shows that principal's interpersonal 
style correlated r = -.0503 (an inverse correlation) with 
student achievement in mathematics. The absolute value for 
-.0503 is less than the critical value r = .232 at the .05 
level of significance for student achievement in 
mathematics. Therefore, since the data revealed no 
significant relationship between these two variables. 
Hypothesis 21 is accepted for student performance in 
mathematics. 
Hypothesis 22 states that "In a regression analysis of 
the data, teacher Involvement in decision-making, 
principal's planning techniques, principal interpersonal 
style, and teacher's sex, years in school, years experience, 
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qualifications, and grade levels will not make a significant 
impact on teacher morale in high-achieving elementary 
schools." The data with respect to this hypothesis are 
stated in Table 20, which shows that principal's planning 
techniques, principal's interpersonal style, teacher 
involvement in decision-making and teacher qualification 
were in the equation predicting teacher morale. The other 
variables were outside the equation. This means that 
Hypothesis 22 is rejected because there is a significant 
relationship between the four independent variables 
(principal's planning techniques, principal's interpersonal 
style, teacher involvement in decision-making, teacher 
qualification) and the dependent variable (teacher morale). 
The order of prediction: teacher involvement in 
decision-making, Beta = -.448912 is significant at .0026: 
principal's planning techniques, Beta = .395643 is 
significant at .0072; teacher qualification, Beta = .254834 
Is significant at .0196; and principal interpersonal style, 
Beta = .282053 is significant at .0332. These four 
variables account for an overall adjusted variance of .21. 
Hypothesis 23 states that "In a regression analysis of 
the data, teacher involvement in decision-making, 
principal's planning techniques, principal's interpersonal 
style, and teacher's sex, years in school, years experience, 
qualifications, and grade levels will not make a significant 
impact on teacher application to work in high-achieving 
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Table 20 




Adjusted R Square 
Standard Error 
Analysis of variance 
Regression 
Residual 














Significant F = .0005 
Teacher Morale 
Variables in the Equation- 
Variable(s) B SE B Beta T Sig T 
Principal's 
Planning 
Techniques .159529 . 057557 .395643 2.772 .0072 
Principal's 
Interpersonal 
Style .125462 .057728 .282053 2.173 .0332 
Qualification 
Teacher 
.751212 .314208 .254834 2.391 .0196 
Involvement 
in Decision -.375905 .120021 -.448912 -3.132 .0026 
(Constant) 35.674632 3.948651 9.035 .0000 
  Variables not in the Equation  
Variables Beta In Partial Min Toler T Sig T 
Sex 
Years in 
-.001855 -.002112 .525642 -.017 .9863 
School 
Years 
-.105439 -.118933 .534356 -.980 .3304 
Experience .009452 .010060 .520948 .082 .9346 
Grade Level -.009542 -.010424 .531968 -.085 .9323 
103 
elementary schools." The data with respect to this 
hypothesis are stated in Table 21, which shows that teacher 
involvement in decision-making was in the equation 
predicting teacher application to work. The other variables 
were outside the equation. This means that Hypothesis 23 is 
rejected because there is a relationship between the 
independent variable (teacher involvement in 
decision-making) and the dependent variable (teacher 
application to work). Teacher involvement in 
decision-making, Beta = .583425 is significant at .0000. 
This variable accounts for an overall adjusted variance of 
.33. 
Hypothesis 24 states that "In a regression analysis of 
the data, teacher involvement in decision-making, 
principal's planning techniques, principal's interpersonal 
style, and teacher's sex, years in school, years experience, 
qualifications, and grade levels will not make a significant 
Impact on student achievement, in reading and mathematics, 
in high-achieving elementary schools." The data with 
respect to this hypothesis are stated in Tables 22 and 23, 
which show that all variables were outside the equation. 
This means that hypothesis 24 is accepted because there was 
not at least one independent variable in the equation 
predicting student achievement in reading and student 
achievement in mathematics; therefore, there is not a 
significant relationship between the independent variables 
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Table 21 
High-achieving Elementary Schools: Teacher Application to Work against 
the Independent Variables (Regression Analysis) 
Multiple R .58342 
R Square .34038 
Adjusted R Square .33109 
Standard Error 1.02317 
Analysis of variance 
D.F. Sum of Squares Mean Square 
Regression 1 38.35618 38.35618 
Residual 71 74.32875 1.04688 
F = 36.63843 Significant F = .0000 
Dependent Variable: Teacher Application to Work 
 Variables in the Equation  
Independent 














Variables Beta In Partial 
t 1 Ull 
T Sig T 
Principal 
Planning 
Techniques .184786 .175672 .596155 1.493 .1399 
Principal's 
Interpersonal 
Style .030146 .031507 .720550 .264 .7928 
Sex .040025 .049269 .999445 .413 .6811 
Years in 
School -.014357 -.017524 .982616 -.147 .8838 
Grade Level -.075688 -.092740 .990284 -.779 .4384 
Qua)ification .146299 .177192 .967598 1.506 .1365 
Years 
Experience -.018159 -.022247 .990002 -.186 .8528 
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Table 22 
High-achieving Elementary School: Student Achievement, in 
Reading, against the Independent Variables (Regression 
Analysis) 
LISTWISE DELETION OF MISSING DATA 
Equation number 1 Dependent Variable: READING 
Beginning Block Number 1. Method: Stepwise 
END BLOCK NUMBER 1 PIN = .050 LIMITS REACHED. 
NO VARIABLES ENTERED/REMOVED FOR THIS BLOCK. 
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Table 23 
High-achieving Elementary Schools: Student Achievement, in 
Reading, against the Independent Variables (Regression 
Analysis) 
LISTWISE DELETION OF MISSING DATA 
Equation number 1 Dependent Variable: MATHEMATICS 
Beginning Block Number 1. Method: Stepwise 
END BLOCK NUMBER 1 PIN = .050 LIMITS REACHED. 
NO VARIABLES ENTERED/REMOVED FOR THIS BLOCK. 
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(principal's planning techniques, principal's interpersonal 
style, and teacher's sex, years in school, years experience, 
qualifications, and grade levels) and the dependent variable 
(student achievement in reading and student achievement in 
mathematics) in high-achieving elementary schools. 
Analyses of Data in Relation to the Hypotheses 
The following presentation pairs together the 
hypotheses that are low-achieving school and high-achieving 
school counter parts. For example, Hypothesis 1 and 13 
explore the relationship between teacher involvement in 
decision-making and teacher morale. Table 14 reveals a 
significant relationship between teacher involvement in 
decision-making and teacher morale in low-achieving 
elementary schools. This is supported by Cyrus (1986), who 
examined the relationship between teachers' perceptions of 
their involvement in decision-making and their reported 
level of morale. Table 19 reveals that there is no 
significant relationship between teacher involvement in 
decision-making and teacher morale in high-achieving 
elementary schools. This is supported by Moore (1987), 
whose study identified school-re 1ated variables that would 
motivate teachers to improve their job performance. He 
concluded that the most important motivators were having 
good working relations with colleagues, students, and 
administrative leadership. 
Hypotheses 2 and 14 explore the relationship between 
teacher involvement in decision-making and teacher 
application to work. Table 14 reveals a significant 
positive relationship between these two variables in 
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low-achieving elementary schools. Table 19 also shows a 
significant positive relationship between these two 
variables in high-achieving elementary schools. The 
correlation is average in both low-achieving elementary 
schools (.6566) and in high-achieving elementary schools 
(.5834), but what does this average correlation in the data 
for both groups of schools mean? 
To get a better understanding of these correlations, 
the researcher compared the means of the independent 
variable (teacher involvement in decision-making, 13.1096) 
and the mean of the dependent variable (teacher application 
to work 16.9315) in low-achieving schools with each 
respective range (8 - 40) and (9 - 45) respectively, and the 
mean of the independent variable (teacher involvement in 
decision-making 38.4384) and the mean of the dependent 
variable (teacher application to work, 43.8219) in 
high-achieving schools with each respective range (8 - 40) 
and (9 - 45) respectively. The mean scores of low-achieving 
elementary schools were closer to the lower end of the 
range, and the mean scores of the high-achieving elementary 
school were closer to the higher end of the range. 
Therefore, the scores of high-achieving elementary schools 
were more favorable towards the principal than the scores of 
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low-achieving elementary schools towards their principal, 
even though both correlations are average. A strong 
relationship exists when (a) the independent variables means 
are high and the dependent variables means are equally high, 
(b) when the independent variables means are low and the 
dependent variables means are equally low, (c) when the 
independent variables means are high and ,the dependent 
variables means are just as low (inverse relationship), and 
(d) when the independent variables means are low and the 
dependent variables means are just as high (inverse 
re 1 atlonship). 
The means of low-achieving elementary schocls for the 
independent variable (teacher involvement in 
decision-making) and the dependent variable (teacher 
application to work) were near the lower end of their 
respective range and the means of high-achieving schools for 
teacher involvement and teacher application to work were 
near the high end of their respective range. This result 
says that the teachers in low-achieving elementary schools 
scored the principals low in teacher involvement in the 
decision-making process and low in teacher application to 
work, and the teachers in high-achieving elementary schools 
scored the principal high in teacher involvement in 
decision-making and high in teacher application to work. 
Therefore, according to the survey, the principals in 
low-achieving elementary schools should (1) use 
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committees/quaiity circles to make important school-wide 
decisions, (2) use committees' ideas in evaluation of 
teachers, (3) use committees to plan and implement staff 
development activities, and (4) see that the different 
committees obtain training in quality circles and 
problem-solving techniques. These findings are supported by 
Hayman (1985), who examined the relationships between 
teacher motivation and teacher effectiveness. He concluded 
that teachers who had reached self-actualization, as well as 
high levels of motivation tended to be more effective 
teachers. 
Hypotheses 3 and 15 explore the relationship between 
teacher involvement in decision-making and student 
achievement in reading and mathematics. Table 14 reveals 
that, in low-achieving elementary schools, there is an 
insignificant inverse relationship between teacher 
involvement in decision-making and student achievement in 
reading, but there is a significant relationship between 
teacher involvement in decision-making and student 
achievement in mathematics. However, Table 19 reveals that 
in high-achieving elementary schools, there is not a 
significant relationship between teacher Involvement in 
decision-making and student achievement in reading and there 
is not a significant relationship between teacher 
involvement in decision-making and student achievement in 
mathematics. These findings coincide with findings from the 
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descriptive study of C.R. Brown (1983) and Larsen (1984), 
who concluded that leader behavior was generally not related 
to higher student achievement. 
Hypotheses 4 and 16 explore the relationship between 
principal's planning techniques and teacher morale. Table 
14 revealed that, in low-achieving elementary schools, there 
is a strong significant relationship between principal's 
planning techniques and teacher morale. However, Table 19 
revealed that, in high-achieving elementary schools, there 
is a weak significant relationship between principal's 
planning techniques and teacher morale. Therefore, 
according to the survey, the principals in low-achieving 
elementary schools should (a) identify alternative causes of 
problems, (b) design alternative methods to counteract the 
causes of problems, (c) generate alternative techniques for 
evaluating decisions, (d) be able to show the inter-1inkages 
of decisions and sub-plans, and (e) develop an overall 
strategy for knowing when the school is failing to meet 
desired goals and what to do to correct the problems. These 
findings are supported by Soder (1986), who researched 
strategic planning and factors that influence its 
implementation and development. Soder concluded that 
strategic planning should be approached and developed on a 
holistic basis and that a plan to plan should include a 
staff development program. 
Hypotheses 5 and 17 explore the relationship between 
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principal's planning techniques and teacher application to 
work. Table 14 reveals that, in low-achieving elementary 
schools, there is a strong significant relationship between 
principal's planning techniques and teacher application to 
work. However, Table 19 reveals that, in high-achieving 
elementary schools, there is a weak significant relationship 
between principal's planning techniques and teacher 
application to work. The strong relationship exists in 
low-achieving elementary schools because the teachers scored 
the principal very low ( 16.9/45) on principal's planning 
techniques and very low (13.1/40) on teacher application to 
work (see Table 3). This result suggests, according to the 
survey, that the principals in low-achieving elementary 
schools should (a) spend more time developing an overall 
strategy for knowing when the school is failing to meet its 
goals and what to do to correct the problems, (b) identify 
alternative causes of problems, (c) prioritize the causes of 
problems, (d) identify alternative objectives to resolve 
problems, and (e) use the results of evaluations for 
revising decisions about the school plans and sub-plans. 
The survey also suggests that principal in low-achieving 
elementary schools should develop strategies for getting 
teachers to feel good about their teaching assignments, and 
to show more initiative and creativity in their teaching 
assignments. 
Hypotheses 6 and 18 explore, the relationship between 
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principal's planning techniques and student achievement in 
reading and mathematics. Table 14 reveals that, in 
low-achieving elementary schools, there is an inverse 
insignificant relationship between principal's planning 
techniques and student achievement in reading, but a 
significant relationship between principal's planning 
techniques and student achievement in mathematics. However, 
Table 19 revealed that, in high-achieving elementary 
schools, there is not a significant relationship between 
principal's planning techniques and student achievement in 
reading, and there is not a significant relationship between 
principal's planning techniques and student achievement in 
mathematics. This is supported by C. R. Brown (1983) and 
Larsen (1984), who concluded that leadership behaviors are 
not related to higher student achievement. 
Hypotheses 7 and 19 explore the relationship between 
principal's interpersonal style and teacher morale. Table 
14 reveals that there is a strong significant relationship 
between principal's interpersonal style and teacher morale 
in low-achieving elementary schools. However, Table 19 
reveals that there is a weak significant relationship 
between principal's Interpersonal style and morale in 
high-achieving elementary schools. The conclusion is that 
(since teacher morale is high, in high-achieving schools, 
and the teachers scored their principal high on principal's 
interpersonal style) if the principal shows an interest in 
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teacher needs, praises teachers, and empathizes with the 
teacher, there will be higher teacher morale. Maslow's 
"Hierarchy of Needs" <1970) supports this finding. The 
strong relationship that exists between the principal's 
interpersonal style and teacher morale in low-achieving 
elementary schools suggests that, according to the survey, 
the principal should (a) find a solution that is acceptable 
to the teacher when there is difference of opinion, (b) use 
praise to arouse teachers' need to work, and (c) show the 
teachers that their professional opinions are important. 
Hypotheses 8 and 20 explore the relationship between 
principal's interpersonal style and teacher application to 
work. Tables 14 and 19 reveal a significant relationship 
between principal's interpersonal style and teacher 
application to work in low-achieving elementary schools and 
high-achieving elementary schools, with the strong 
relationship occurring in low-achieving elementary schools, 
and the weak relationship occurring in the high-achieving 
elementary schools. The findings reveal that teachers feel 
good when their supervisor pays attention to them. These 
findings are supported by Skrapits <1986), who studied 
school leadership, interpersonal communication, teacher 
satisfaction, and student achievement. Skrapits concluded 
that the effective school principals employ different 
leadership styles contingent upon the situation. The 
effective school administrators tended to be friendlier, 
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more relaxed, more attentive, more open, and had a better 
communicator image. 
Hypotheses 9 and 21 explore the relationship between 
principal's interpersonal style and student achievement in 
reading and mathematics. Table 14 reveals a significant 
relationship, in low-achieving elementary schools, between 
principal's interpersonal style and student achievement in 
reading and a significant inverse relationship in those 
schools between principal's interpersonal style and student 
achievement in mathematics. Table 19 shows no significant 
relationship, in high-achieving elementary schools, between 
these two variables. 
In Hypotheses 10 and 22, regression analysis was 
performed using teacher morale as dependent variable against 
the independent variables (principal's planning techniques, 
principal's interpersonal style, teacher involvement in 
decision-making, and other selected demographic variables). 
The purpose of this analysis was to determine the amount of 
influence, if any, that each independent variable 
contributed to teacher morale. Table 15 reveals that, in 
low-achieving elementary schools, principal's interpersonal 
style, principal's planning techniques, and teacher 
involvement in decision-making make a significant impact on 
teacher morale. Table 20 shows that, in high-achieving 
elementary schools, principal's interpersonal style, 
principal's planning techniques, teacher Involvement in 
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decision-making, and teacher qualification have a 
significant Impact on teacher morale in high-achieving 
schools. These findings reveal that when teachers are 
involved and collaborate in planning in the school, there is 
a greater impact on their morale than when the other 
independent variables are in the regression equation. In 
other words, principal's interpersonal style, principal's 
planning techniques, and teacher involvement in 
decision-making influence teacher morale more than the other 
independent variables in low- and high-achieving elementary 
schools. Further, these independent variables (principal's 
planning techniques, principal's interpersonal style, and 
teacher involvement in decision-making) seem to be 
responsible for student achievement as well, as these 
independent variables also revolves around the curriculum. 
Larsen (1984) concluded that the instructional leadership 
behavior is an important influence on student achievement. 
In Hypotheses 11 and 23, regression analysis was 
performed using teacher application to work as dependent 
variable against the independent variables (teacher 
involvement in decision-making, principal's planning 
techniques, principal's interpersonal style, and selected 
biographical variables). The purpose of this analysis was to 
determine if each independent variable influenced or 
contributed to teacher application to work. Table 16 
reveals that, in low-achieving elementary schools, teacher 
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application to work is influenced by principal 's planning 
techniques, principal's interpersonal style, and teacher 
years of experience. Table 16 also shows that the other 
variables were outside of the equation. These three 
variables accounted for an overall adjusted variance of .65. 
These findings reveal that if principals are involved and 
collaborate in planning with the teachers in low-achieving 
schools, there is a significant impact on teacher 
application to work. In other words, principal's 
interpersonal style, principal's planning techniques, and 
years of experience influence teacher application to work 
more than do the other independent variables in 
low-achieving schools. Table 21 reveals that, in 
high-achieving elementary schools, teacher application to 
work is influenced most by teacher Involvement. In this 
equation teacher involvement accounted for an overall 
adjusted variance of .33. The other independent variables 
were outside the equation and therefore contributed very 
little to teacher application to work. In conclusion, the 
higher the teacher application to work, the more positive 
the relationship with teacher involvement in high-achieving 
schools. Therefore, teacher involvement has a greater 
impact on teacher application to work in high-achieving 
elementary schools; however, principal's interpersonal 
style, principal's planning techniques, and teacher years of 
experience have a greater Impact on teacher application to 
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work in low-achieving elementary schools. 
In Hypotheses 12 and 24, regression analysis was 
performed using student achievement (reading and 
mathematics) as dependent variable against the independent 
variables (teacher involvement in decision-making, 
principal's interpersonal style, principal's planning 
techniques, and selected biographical variables). The 
purpose of this analysis was to determine the amount of 
influence that each independent variable contributed to 
student achievement in low-achieving elementary schools and 
high-achieving elementary schools. Table 17 shows that, in 
low-achieving elementary schools, principal's interpersonal 
style and principal's planning techniques are related to 
student achievement in reading, and the results of the 
regression analysis also indicated that principal's 
interpersonal style and principal's planning techniques 
impact significantly on student achievement in reading in 
low-achieving elementary schools (same as the results of the 
correlations). The findings revealed that where principals 
are involved and collaborate in planning in the school, 
there is a greater impact on student achievement in reading 
in low-achieving elementary schools. In other words, 
principal's interpersonal style, and principal's planning 
techniques influence student achievement in reading in 
low-achieving elementary schools more than do the other 
independent variables. The data displayed in Tables 22 and 
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23 indicate that, of the independent variables listed, none 
has any influence on student achievement in both reading or 
mathematics in high-achieving elementary schools. 
Significant Correlations between Low-achieving and 
High-achieving Elementary Schools 
The significant correlations between the independent 
and dependent variables are considered as weak, average, or 
strong. 
WEAK AVERAGE STRONG 
.2320 - .4999 .5000 - .6999 .7000 - above 
The low-achieving schools had five (5) weak 
correlations, two (2) average correlations, and five (5) 
strong correlations. 
The five (5) weak correlations, in low-achieving 
elementary schools, were: 
1. Teacher Involvement in Decision-making upon Student 
Achievement in Reading (-.1627): an inverse insignificant 
correlation, which means that the efforts of the teachers 
had a negative effect on reading. In other words, the more 
the teachers worked on the reading skills of the students 
the less the students performed on the test. This could mean 
that the students were obtaining help in their reading 
skills from another source (peer tutor, paid tutor, parents, 
teaching aids in the home, etc.) or that the teachers were 
not using appropriate teaching techniques with the students 
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under their tutelage. Looking at the survey revealed that 
(a) most of the teachers did not engage in 
committees/qua 1ity circles to make important school-wide 
decisions, (b) the teachers' opinions were not utilized at 
faculty meetings, and (c) the principal did not use 
committees to oversee curriculum adjustments. In other 
words, the opinions of the teachers were not important and 
their suggestions were not used: therefore, the teachers 
felt rejected and useless and did not work as well as they 
ordinari1 y wou1d. 
2. Teacher Involvement in Decision-making upon Student 
Achievement in Mathematics (.2721): a significant but weak 
relationship that could be due to the lack of sufficient 
involvement on the part of the teachers in the 
decision-making process, on ways of improving the student 
achievement scores in mathematics. 
3. Principal's Planning Styles upon Student Achievement 
in Reading (-.1675): an inverse weak relationship that is 
not significant, which means that the principal's efforts on 
student achievement in reading had an inverse affect on the 
students in reading. That is, the type of planning by the 
principal was causing the students to perform poorly. 
4. Principal's Planning Techniques upon Student 
Achievement in Mathematics (.2681): a weak but significant 
relationship. The survey shows that the principals in 
low-achieving schools need to (a) develop an overall 
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strategy for knowing when the school was failing to meet its 
goals and what to do to correct the problem, (b) identify 
alternative objectives to resolve problems, and (c) be able 
to choose the best method from among alternatives. 
5. Principal's Interpersonal Style upon Student 
Achievement in Reading (.4715): a weak but significant 
relationship. The survey 3hows that principals" low scores 
on their interpersonal styles corresponded to the low 
student scores in reading. These responses show that the 
principals generally (a) asked for opinions but acted on 
their own beliefs, (b) did not accept the opinions of 
others, (c) did not see the teachers" side of problems (d) 
did not find solutions that were acceptable to teachers when 
there was a difference of opinion, and <e> used rigid rules 
to ensure compliance. 
The two (2) average correlations, in low-achieving 
elementary schools, were: 
1. Teacher Involvement in Decision-making upon Teacher 
Application to Work (.6566): a significant relationship 
which says that the teacher application to work was about 
average as it related to the amount of perceived teacher 
involvement in decisions made by the teachers. 
2. Principal's Interpersonal Styles upon Student 
Achievement in Reading (-.5175): an inverse significant 
relationship exist which means that the principal's 
interpersonal styles had a negative effect on the reading 
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scores. That is, the more the principal tried to help with 
the reading scores the worse they got. 
The five (5) strong correlations, in low-achieving 
elementary schools, were: 
1. Teacher Involvement in Decision-making upon Teacher 
Morale (.7687): the principal allowed little teacher 
involvement and the teacher morale was low. This means that 
the teachers' morale was directly proportional to teacher 
involvement. This, in turn, means that the teachers in 
low-achieving schools were dependent upon the principals (a) 
to involve them in committees in curriculum planning and 
evaluation, and (b) to accept their opinions in 
decision-making to help them feel good about themselves and 
about their work. 
2. Principal's Planning Techniques upon Teacher Morale 
(.8184): the principal's planning techniques were directly 
proportional to the teacher's morale. This means that the 
teachers were dependent upon the principals to develop 
strategies for knowing when the school was failing to meet 
desired goals and what to do (a) to correct the problems, 
(b) to identify alternative causes of the problems, and (c) 
to identify alternative objectives to resolve the problems 
to help them feel good about themselves and about their 
work. 
3. Principal's Interpersonal Style upon Teacher Morale 
(.8039): the principal's interpersonal style was directly 
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proportional to the teacher's morale. This means that the 
teachers were dependent upon the principals (a) to show an 
interest in their needs and goals, <b) praise them, (c) find 
amiable solutions to their problems, and (d) to empathize 
with them to help them feel good about themselves and their 
work. 
4. Principal's Planning Techniques upon Teacher 
Application to Work (.7433): the teachers were dependent 
upon the principals (a) to develop an overall design of 
goals, (b) to make choices in objectives for program 
activities, (c) to use resources, and (d) to evaluate by 
generation of alternatives to get them to engage in the 
appropriate amount of instructional time with the students, 
enjoy working with the students, and show a great deal of 
initiative and creativity in their teaching assignments. 
5. Principal's Interpersonal Styles upon Teacher 
Application to Work (.7481): there was a strong correlation 
between the extent to which the principals showed an 
interest in the teacher's needs and goals, praised teachers, 
found amiable solutions to their problems, empathized with 
them, got them to engage in the appropriate amount of 
instructional time with the students, enjoyed working with 
the students, and showed a great deal of initiative and 
creativity in their teaching assignments. 
The high-achieving elementary schools had eleven (11) 
weak correlations, and one (1) average correlation. 
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The eleven (11) weak correlations, in high-achieving 
elementary schools, were: 
1. Principal's Planning Techniques upon Teacher 
Application to Work (.4809): there was a significant but 
weak correlation between the extent to which the principal 
developed an overall design of goals, used resources, and 
evaluated by generation of alternatives to getting teachers 
to engage in the appropriate amount of instructional time 
with the students, enjoy working with the students and 
showing a great deal of initiative and creativity in their 
teaching assignments. Since the teacher application to work 
is high, the teachers did not depend so much as in 
low-achieving schools on the principal's planning techniques 
to get them to enjoy working with the students. 
2. Principal's Interpersonal Style upon Teacher 
Application to Work (.3301): there is a significant but 
weak correlation between the extent to which the principal 
showed an interest in teacher needs and goals, praised 
teachers, found amiable solutions to their problems to 
getting the teachers to engage in the appropriate amount of 
instructional time with the students, enjoy working with the 
students and showing a great deal of initiative and 
creativity in their teaching assignments. Since the teacher 
application to work was high, the teachers did not depend so 
much as in low-achieving schools on the principal's 
interpersonal style to get them to enjoy working with the 
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students. 
3. Teacher Involvement in Decision-making upon Teacher 
Morale (-.0025): an inverse weak relationship that is not 
significant, which means that the efforts of the principal 
to involve teachers in the decision-making process had an 
inverse affect on the teacher morale. Since the morale of 
the teachers is high, the teachers did not depend on the 
principal's involving them in the decision-making to help 
make them feel good about themselves and their work. 
4. Principal's Planning Techniques upon Teacher Morale 
(.2852): a weak but significant relationship. The survey 
showed that the teachers' morale in high-achieving 
elementary schools was high; therefore, the teachers were 
dependent on the principal's planning techniques, in a very 
small degree, to help make them feel good about themselves 
and their work. 
5. Principal's Interpersonal Style upon Teacher Morale 
(.2808): a weak but significant relationship. The survey 
shows that the teachers' morale in high-achieving schools 
was high; therefore, the teachers were not very dependent on 
the principal's showing interest in their needs and goals to 
help make them feel good about themselves and their work. 
6. Teacher Involvement in Decision-making upon Student 
Achievement in Reading (.1486): a weak and insignificant 
relationship. Student achievement in reading was not 
significantly related to the teacher involvement in the 
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decision-making process. That is, the principals were 
involving the teachers in the decision-making process, but 
this involvement did not impact significantly upon the 
students' success in reading. 
7. Principal's Planning Techniques upon Student 
Achievement in Reading (.0074): a weak and insignificant 
relationship. Student achievement in reading was not 
significantly related to the principal's choices in 
objectives for program activities. 
8. Principal's Interpersonal Style upon Student 
Achievement in Reading (-.0879): an inverse weak 
relationship that is not significant, which means that the 
extent to which the principal showed an interest in 
teachers' needs and goals, praises teachers, found amiable 
solutions to their problems all had an inverse affect on 
student achievement in reading. That is, the more the 
principals tried, the less successful they were in helping 
to improve students' reading scores, and since the reading 
scores are high, the students do not depend upon the 
interpersonal style of the principal for their success in 
reading. 
9. Teacher Involvement in Decision-making upon Student 
Achievement in Mathematics (.1332): a weak and 
insignificant relationship. Student achievement in 
mathematics was not significantly related to the teacher 
involvement in the decision-making process. That is, the 
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principals were involving the teachers in the 
decision-making process, but this involvement does not 
impact significantly upon the students' success in 
mathematics. 
10. Principal's Planning Techniques upon Student 
Achievement in Mathematics (.0498): a weaK and 
insignificant relationship. There was not a significant 
relationship between the principal's planning techniques and 
student achievement in mathematics. The principal's planning 
techniques had a minute impact on the students' progress in 
mathematics. 
11. Principal's Interpersonal Style upon Student 
Achievement in Mathematics (-.0503): an inverse weak 
relationship that is not significant, which means that the 
extent to which the principal showed an interest in 
teachers' needs and goals, praised teachers, and found 
amiable solutions to their problems all had an inverse 
affect on student achievement in mathematics. That is, the 
more the principals tried, the less successful they were in 
helping to improve the mathematics scores, and since the 
math scores were high, the students' success in math did not 
depend upon the interpersonal style of the principal. 
The Average Correlation, in High-achieving Elementary 
Schools, was: 
Teacher Involvement in Decision-making upon Teacher 
Application to Work (.5834): a significant relationship 
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which says that the teacher application to work was about 
average as it related to the amount of perceived teacher 
involvement in decisions made by the teachers. 
The figure below shows the number of null hypotheses 
that were rejected in low-achieving elementary schools (10), 
the number of null hypotheses that were accepted in 
low-achieving elementary schools (2), the, number of null 
hypotheses that were rejected in high-achieving elementary 
schools (7), and the number of null hypotheses that were 




NUMBER OF NULL 
HYPOTHESES REJECTED 










7 (58%) 5 (42%) 
TOTALS 17 (71%) 7 (29%) 
Figure 3. The number of null hypotheses accepted and 
rejected in low- and high-achieving elementary schools. 
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Summary 
This study examined the effect of teacher perceptions 
of principals7 planning techniques, principals7 
interpersonal style, and teacher involvement in 
decision-making upon teacher morale, teacher application to 
work, and student achievement, in both low-achieving 
elementary schools and high-achieving elementary schools. 
The study also tested the relationships between each of the 
independent variables to each of the dependent variables. 
The results of the study indicate that specific 
combinations of the independent variables do, in many 
instances, impact and relate significantly to the dependent 
variables. These impacts, the researcher suggests, are 
related to the ineffectiveness or effectiveness of 
low-achieving elementary schools and high-achieving 
elementary schools. 
Five <42%) of the twelve hypotheses of no relationship 
were accepted in high-achieving elementary schools and two 
<17%) of the twelve hypotheses of no relationship were 
accepted in low-achieving elementary schools. Seven <58%) 
of the twelve hypotheses of no relationship were rejected in 
high-achieving elementary schools and ten <83%) of the 
twelve hypotheses of no relationship were rejected in 
low-achieving elementary schools, Indicating significant 
relationships between the independent variables and the 
dependent variables. 
CHAPTER VI 
SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS 
Summary 
The study methodology was a survey of six elementary 
schools (three low-achieving and three high-achieving) and 
173 teachers were administered the survey questionnaire. Of 
the 157 teachers who responded to the questionnaire, 146 
responses were paired for data analysis <73 from 
low-achieving elementary schools and 73 from high-achieving 
schools). All teachers, in each school, were given 
questionnaires in the faculty meeting. The elementary 
schools were designated low- or high-achieving based on the 
Iowa Test of Basic Skills CITBS) for the years 1987-1989. 
This study examined the relationship between the 
independent variables of teacher involvement in 
decision-making, principal's interpersonal style, 
principal's planning techniques, and selected teacher 
biographical variables and the dependent variables of 
teacher morale, teacher application to work, and student 
achievement, in reading and mathematics, in low- and 
high-achieving elementary schools. 
Five (42%) of the twelve hypotheses of no relationships 
were accepted in high-achieving elementary schools and two 
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(17%) of the twelve hypotheses of no relationships were 
accepted in low-achieving elementary schools. Seven (58%) 
of the twelve hypotheses of no relationship were rejected in 
high-achieving elementary schools and ten (83%) of the 
twelve hypotheses of no relationship were rejected in 
low-achieving elementary schools, indicating significant 
relationships between the impact of the independent 
variables upon the dependent variables. 
Findings 
The findings in this study revealed that: (a) teacher 
application to work and teacher morale are significantly 
related to principal's planning techniques (significant 
correlations are strong in low-achieving elementary schools 
and weak in high-achieving elementary schools), (b) teacher 
application to work and teacher morale are significantly 
related to principal's interpersonal style (significant 
correlation is strong in low-achieving elementary schools 
and weak In high-achieving elementary schools, (c) teacher 
application to work is significantly related to teacher 
Involvement (average significant correlation in low- and 
high-achieving elementary schools), and <d) teacher morale 
has a strong significant correlation to teacher involvement 
in low-achieving elementary schools but an inverse 
insignificant correlation in high-achieving elementary 
schools. The inverse correlation suggests that involving the 
teachers in the decision-making process does not cause their 
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morale to be high, in fact, involving the teachers in the 
decision making process has a negative affect on the morale 
of the teachers in high-achieving schools. 
In regression analysis, the data revealed that: (a) 
principal's planning techniques, principal's interpersonal 
style, and teacher involvement in decision-making 
contributed to teacher morale in low- and, high-achieving 
elementary schools, indicating teachers' desire to be 
involved in planning, and a desire to contribute to student 
achievement, irrespective of the present achievement level 
of the students; (b) principal's planning techniques and 
principal's interpersonal style contributed to teacher 
application to work in low-achieving elementary schools, but 
teacher involvement in decision-making contributed to 
teacher application to work in high-achieving elementary 
schools; and (c) principal's interpersonal style contributed 
to student achievement, in reading and mathematics, in 
low-achieving elementary schools, but no independent 
variable had a significant influence on student achievement, 
in reading and mathematics, in high-achieving elementary 
schools. 
Conclusions 
Although the independent variables (teacher involvement 
in decision-making, principal's planning techniques, and 
principal's interpersonal style) correlated significantly 
with the dependent variable (teacher application to work), 
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the correlations in low-achieving elementary schools were 
strong while the correlation in high-achieving schools were 
weak. The same is true between the independent variables 
(principal's planning techniques, principal's interpersonal 
style) and the dependent variable (teacher morale). Teacher 
morale and teacher application to work are high in 
high-achieving schools; therefore, the weak correlations in 
high-achieving schools say that the teachers were not 
totally dependent upon the leadership behavior of the 
principals for the teachers to; (a) enjoy working in the 
school, (b) be proud of their fellow teachers and students, 
(c) engage in the appropriate amount of instructional time 
with students, and (d) show a great deal of initiative and 
creativity in their teaching assignments. In low-achieving 
schools, teacher morale was low, and teacher application to 
work was low; therefore, the strong correlations in 
low-achieving elementary schools say that the teachers were 
dependent upon the principal's leadership behavior for the 
teachers to show an interest in: (a) engaging in the 
appropriate amount of instructional time with the students, 
and (b) showing a great deal of initiative and creativity in 
their teaching assignment. 
Low-achieving elementary schools are characterized by: 
(a) little input from teachers, (b) unacceptable opinions 
and suggestions from teachers, and (c) being told what 
should be done by the principal, while high-achieving 
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elementary schools are characterized by (a) a great deal of 
input from teachers, Cb) a great deal of initiative and 
creativity on the part of the teachers and principals, and 
<c) teachers being involved in the planning process with the 
administrator about solutions to various problems. 
Recommendations 
A. LOW-ACHIEVING ELEMENTARY SCHOOLS: 
1. Based on the statistical data (regression 
analysis!, teacher application to work is in the 
same factor as principal's interpersonal style, 
principals planning technique, and years 
experience; it is therefore recommended that 
principal's be encouraged to improve teacher 
application to work by asking teachers to: 
a. develop an overall strategy of where the school 
wants to go and what to do to get there; 
b. develop an overall strategy for knowing when 
the school is failing to meet desired goals and 
what to do to correct the problems; 
c. identify alternative causes of problems; 
d. prioritize the causes of problems; 
e. identify alternative objectives to resolve 
problems; 
f. generate alternative techniques for evaluating 
decisions 
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g. choose the best method of evaluating decisions 
from among alternatives; 
h. show the inter-1inkages of decisions and 
sub-p1 ans; 
i. get teachers with more years of experience; 
2. Based on the statistical data (regression 
analysis), teacher morale is in, the same factor as 
principal's interpersonal style, teacher 
involvement in decision-making, and principal's 
planning techniques; it is therefore recommended 
that principals be encouraged to improve teacher 
morale by: 
a. using teachers' opinions at faculty meetings; 
b. using committees to oversee curriculum 
adjustments; 
c. using committees/quality circles to make 
important school-wide decisions; 
d. using committees' ideas in evaluation of 
teachers; 
e. checking to see that committees obtain training 
in quality circle and problem-solving 
techniques; 
f. using committees' feedback in revising his/her 
decision; 
g. asking for opinions and acting on them; 
h. accepting the opinions of others; 
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i. finding a solution that is acceptable to the 
teachers when there is a difference of opinion; 
j. seeing the teachers' side in a problem when it 
differs from his/hers, 
k. showing teachers an easier way of complying 
with rules that are enforced by higher 
authority. 
B. HIGH-ACHIEVING ELEMENTARY SCHOOLS: 
1. Based on the statistical data (regression 
analysis), teacher morale is in the same factor as 
principal's interpersonal style, principal's 
planning technique, and teacher involvement in 
decision-making; it is therefore recommended that 
principals' in high-achieving elementary schools 
be encouraged to improve teacher morale by: 
a. attending professional meetings to help improve 
their skills in getting teachers involved in 
school improvements; 
b. periodically assessing teachers' actual and 
desired levels of involvement in the 
decision-making process and making assignments 
accordingly. 
2. Based on the statistical data (regression 
analysis), teacher application to work is in the 
same factor as teacher involvement in 
decision-making; it is therefore recommended that 
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C. 
principals'' in high-achieving elementary schools 
be encouraged to improve teacher application to 
work by : 
a. periodically checking to see that all members 
of the quality circle have the appropriate 
training needed to be effective; 
b. periodically checking to see if the members of 
the various committees desire to continue 
serving on the same committee(s). 
LOW-ACHIEVING AND HIGH-ACHIEVING ELEMENTARY SCHOOLS 
Based on the statistical data (analysis of 
variance), each independent variable (principal's 
planning techniques, principal's interpersonal 
style, teacher involvement in decision-making) and 
each dependent variable (teacher morale, teacher 
application to work) differ significantly between 
the low-achieving and high-achieving elementary 
schools; therefore, it is recommended that one or 
more of the following be carried out: 
a. the principals of the high-achieving elementary 
schools be placed in low-achieving elementary 
schools and the principals of the low-achieving 
schools be placed in the high-achieving 
schools; 
b. the teachers in high-achieving elementary 
schools be placed in low-achieving elementary 
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schools and the teachers in low-achieving 
schools be placed in high-achieving schools; 
c. both the principals and teachers in 
high-achieving elementary schools be placed in 
low-achieving elementary schools and the 
principals and teachers in low-achieving 
elementary schools be placed in high-achieving 
elementary schools. 
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APPENDIX A 
Item to Scale Correlation Coefficients for Perception 
Variables: Teacher Application To Work, Teacher 
Involvement, Principal's Planning Techniques, Principal's 





1. Do a great deal of griping about 
his/her teaching assignment. .90861 
2. Feel that his/her school assignments 
are unreasonable. .96673 
3. Engage in the appropriate amount of 
instructional time with the students. .97132 
4. Look forward to attending Parent- 
Teacher-Association meetings. .92122 
5. Enjoy working with the students. .91765 
6. Show a great deal of initiative and 
creativity in their teaching assign¬ 
me s. .91276 
7. Arrive at school on or before time. .95732 
8. Begin classes at the scheduled time. .91329 
9. Attend faculty meetings on time. .96475 
ITEMS 
10. Uses teachers opinions at faculty 
meetings. 
11. Sets up grade level committees or 
quality circles. 
12. Uses the committees to oversee 
curriculum adjustments. 
13. Uses committees/quality circles to 
make important school-wide decisions. 
14. Uses committees ideas in evaluation 
of teachers. 
15. Uses committees to plan and imple¬ 
ment staff development activities. 
16. Checks that the committees obtain 
training in quality circle and 
problem-solving techniques. 
17. Uses committees' feedback in re¬ 
vising his/her decisions. 
ITEMS 
18. Show an overall vision/theory of 
where we want to go. 
19. Deve1 op an overal 1 strategy of where 
we want 
there. 






 □eve 1 op an overal 1 strategy for 
knowing when we are failing to 
meet our goals and what to do to 
correct the problems. 
21. Identify alternative causes of 
problems. 
22. Prioritize the causes of problems. 





















24. Prioritize and choose the best 
objectives from among alternatives. .74429 
25. Design alternative methods to coun¬ 
teract the causes of problems. .90346 
26. Choose the best method from among 
a 1ternatives. .83479 
27. Estimate the cost of time and re¬ 
sources of alternative methods. .84367 
28. Choose methods on the basis of costs 
and time efficiency. .83354 
29. Generate alternative techniques for 
evaluating decisions. .90404 
30. Choose the best method of evaluating 
decisions from among alternatives. .88527 
31 . Use the results of evaluation for 
revising decisions. .89868 
32. Show the inter-1inkages of decisions 





33. Asks for opinions but acts on his/ 
her own be 1iefs. .73967 
34. Gives in when you disagree with 
him/her. .68795 
35. Accepts the opinions of others. .77899 
36. Uses rigid rules to ensure 
comp 1iance. .39874 
37. Uses praise to arouse teachers' 
need to work. .78679 
38. Wants things to be done his/her 
way. .54932 
39. Blames others when something goes 
wrong. .63422 
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40. Finds a solution that is acceptable 
to you when there is difference of 
opinion. 
41. Tries to change you to his beliefs. 
42. Goes along with your solution to a 
problem when there is a difference 
of opinion. 
43. Explains how a decision will impact 
you before making the decision. 
44. Explains why/how you should do some¬ 
thing rather than blaming you when 
you happened to do it wrong. 
45. Sees your side in a problem with 
him/her. 
46. Helps you to clarify your feelings 
about an issue. 
47. Takes your side when a higher 
authority tries to reprimand you. 
48. Shows you the easy way to comply with 
rules that higher authority enforces. 
ITEMS 
49. I enjoy working in this school. 
50. I am proud of the work of the 
teachers. 
52. I am proud of the work of the 
principal. 
53. I am proud of the way the prin¬ 
cipal represents the school. 
54. I am proud of the high expecta¬ 
tions that teachers have for students. 
55. My professional opinions are 
Important to my peers. 
56. My professional opinions are 



















57. My principal's professional opinions 
are important to me. .84090 
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58. My peers professional opinions are 
important to me. .77842 
152 
Appendix B 
Test Scores for Three Low-achieving Elementary Schools and 
Three High-achieving Elementary Schools 
PERCENT OF STUDENTS SCORING AT OR ABOVE THE NATIONAL NORM 








SCHOOL/S 1 READ MATH 1 READ MATH ! READ MATH 
1 








: 38 45 
1 
Low-ach. 2 1 
I 
34 44 ! 
1 
34 49 l 
I 
35 41 
Low-ach. 3 1 
1 
29 42 i 
i 
30 39 I 
i 
35 47 
 1 I 
1 








I 84 91 
1 
High-ach. 2 1 86 87 i 
i 
88 90 i 89 91 
1 















INSTRUCTIONS: Please circle one response to each statement 
using the following scale: 
KEY: N=NEVER: R=RARELY; S=SOMETIMES 0=0FTEN: VO=VERY OFTEN 
A. With respect to TEACHER APPLICATION TO WORK, the teachers 
1 . Do a great deal of griping about 
his/her teaching assignment. 
N R S 0 VO 
2. Feel that his/her school assignments 
are unreasonable. 
N R S 0 VO 
3. Engage in the appropriate amount of 
instructional time with the students. 
N R S 0 VO 
4. Look forward to attending Parent- 
Teacher-Association meetings. 
N R s 0 VO 
5. Enjoy working with the students. N R s 0 VO 
6. Show a great deal of initiative and 
creativity in their teaching assign¬ 
ments . 
N R s 0 VO 
7. Arrive at school on or before time. N R s 0 VO 
8. Begin classes at the scheduled time. N R s 0 VO 
9. Attend faculty meeting on time. N R s 0 VO 
SECTION II 
INSTRUCTIONS: Please circle one response to each statement 
using the following scale: 
KEY: N=NEVER: R=RARELY: S=SOMETIMES: 0=0FTEN: VO=VERY OFTEN 
A. With respect to TEACHER INVOLVEMENT, the principal: 
10. Uses teacher' opinions at faculty N R S 0 VO 
meetings. 
11. Sets up grade level committees or N R S 0 VO 
quality circles. 
12. N R S 
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Uses the committees to oversee 
curriculum adjustment. 
13. Uses committees/quality circles to NR 
make important school-wide decisions. 
14. Uses committees ideas n evaluation N R 
of teachers. 
15. Uses committees to plan and impie- N R 
ment staff development activities. 
16. Checks that the committees obtain N R 
training in quality circle and 
problem-solving techniques. 
* 
17. Uses committees'' feedback in re- N R 
vising his/her decisions. 
B. With respect to DECISION-MAKING/PLANNING, the 
in Strategic planning, ASKS teachers to: 
18. Show an overall visi on/theory of NR 
where we want to go. 
19. Develop an overall strategy of where N R 
we want to go and want to do to get 
there. 
20. Develop an overall strategy for N R 
knowing when we are failing to 
meet our goals and what to do to 
correct the problems. 
21. Identify alternative causes of NR 
problems. 
22. Prioritize the causes of problems. N R 
23. Identify alternative objectives to NR 
resolve problems. 
24. Prioritize and choose the best N R 
objectives from among alternatives. 
25. Design alternative methods to coun- N R 
teractg the causes of problems. 
26. Choose the best method from among N R 
alternatives. 
0 VO 
S 0 VO 
S 0 VO 
S 0 VO 
S 0 VO 
S 0 vo 
principal 
S 0 VO 
S 0 VO 
S 0 VO 
S 0 VO 
S 0 VO 
S 0 VO 
S 0 VO 
S 0 VO 
s 0 VO 
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27. Estimate the cost of time and re¬ 
sources of alternative methods. 





 Choose methods on the basis of costs 
and time efficiency. 
N R S 0 VO
29. Generate alternative techniques for 
evaluating decisions. 
N R S 0 VO 
30 . Choose the best method of evaluating 
decisions from among alternatives. 
N R s 0 VO 
31 . Use the results of evaluation for 
revising decisions. 
N R s 0 VO 
32. Show the inter-1inkages of decisions 
and sub-plans. 
N R s 0 VO 
C. With respect to INTERPERSONAL STYLE, the princi pa 1 : 
33. Asks for opinions but acts on his/ 
her own beliefs. 
N R S 0 vo 
34. Gives in when you disagree with 
him/her. 
N R S 0 VO 
35. Accepts the opinions of others. N R 3 0 VO 
36. Uses rigid rules to ensure 
comp 1iance. 
N R S 0 VO 
37. Uses praise to arouse teachers' 
need to work. 
N R S 0 VO 
38. Wants things to be done his/her 
way. 
N R S 0 VO 
39. Blames others when something goes 
wrong. 
N R s 0 VO 
40. Finds a solution that is acceptable 
to you when there is difference of 
opinion. 
N R s 0 VO 
41 . Tries to change you to his beliefs. N R s 0 VO 
42. Goes along with your solution to a 
problem when there is a difference 
N R s 0 VO 
of opinion. 
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43. Explains how a decision will impact 
you before making the decision. 
N R S 0 VO 
44. Explains why/how you should do some¬ 
thing rather than blaming you when 
you happened to do it wrong. 
N R S 0 VO 
45. Sees your side in a problem with 
him/her. 
N R s 0 VO 
46. Helps you to clarify your feelings 
about an issue. 
N R s 0 VO 
47. Takes your side when a higher 
authority tries to reprimand you. 
N R s 0 VO 
48. Shows you the easy way to comply 
with rules that higher authority 
enforces. 
N R s 0 VO 
D. With respect to YOUR FEELINGS about this schoo1 : 
49. I enjoy working in this school. N R S 0 VO 
50. I am proud of the work of the 
teachers. 
N R s 0 VO 
52. I am proud of the work of the 
principal. 
N R s 0 VO 
53. I am proud of the way the prin¬ 
cipal represents the school. 
N R s 0 VO 
54. I am proud of the high expecta¬ 
tions that teachers have for students. 
N R s 0 VO 
55. My professional opinions are 
important to my peers. 
N R s 0 VO 
56. My professional opinions are 
important to my principal. 
N R s 0 VO 
57. My principal's professional opinions 
are important to me. 
N R s 0 VO 
58. My peers professional opinions are 
important to me. 
N R s 0 VO 
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E. Please complete the following demographic 
checking the appropriate space: 
items by 
59. SEX: Male: ; Fema1e: _ f 
60 . Number of vears 1-2 : 3-5 : 6-8 ; 9+ 
in this school : 
61 . Number of years 1-2 . : 3-5 : 6-8 ; 9+ 
teaching experience: 
62. Highest Educational Level : Bachelors * 
Masters 
Specialist Plus 
63. Grade 1 eve 1< s) K-l 2-3. 4-5. 
Thank you for your patience and cooperation in completing 
this questionnaire. 
Sincere 1 y , 
Alfred J. Kiel 
Doctoral Candidate 
Educational Leadership 
Clark Atlanta University 
CLARK ATLANTA UNIVERSITY 
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APPENDIX D 
LETTERS AND APPROVAL 
September 10, 1990 
Dr- Nancy J. Emmons 
Atlanta Public Schools System 
Department of Researcn and Evaluation 
210 Pryor St., S. W. 
Atlanta, Georgia 30335 
Dear Dr. Emmons: 
This letter is to confirm the approval of the dissertation 
proposal submitted by Alfred James Kiel on July 16, 1990. 
The dissertation is: 
THE EFFECTS OF THE PRINCIPAL'S LEADERSHIP BEHAVIOR 
UPON TEACHER APPLICATION TO WORK, TEACHER MORALE. AND 
STUDENT ACHIEVEMENT 
If additional information is needed, please give me a call 
at 880-8495. 
Sincere 1 y, 
Sidney Rabsatt, Ed. D. 
Chairman, Dissertation Committee 
CaoaranaurtRaaaaitfiand Evaluant»! 
210 Pryor Straat.S.W. 
AHanta. Gaorgia 3C33S 
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Offloao* 
Aaatatam Suoannwnaant tar 
Cumcuum and RMMIOI Samoa* September 18, 1990 
Mr. Alfred James Kiel 
2691 Williamsdurg Drive 
Atlanta, Georgia 30034 
Dear Mr. Kiel: 
Your request to conduct research within the Atlanta Public Schools (APS) was reviewed 
by the Research Screening Committee on September 14, 1990. Your proposed research 
study entitled "The Effects of the Principal's Leadership Behavior upon Teacher 
Application to Work, Teacher Morale, and Student Achievement" was approved under the 
following conditions: 
1. The approvals of the principals of the schools involved in your study (APS 
elementary schools) are required. 
2. Teachers may participate in your study only on a voluntary basis. The instruments 
that you would like to administer to teachers must not interfere with the instructional 
process and should not be completed during instructional time. 
3. Achievement test date must be analyzed on an aggregate basis. No individual 
student achievement data will be released. The confidentiality of students and schools 
must be preserved. 
4. If changes are made in the research design or the instruments used, you must notify 
the Department of Research and Evaluation prior to beginning your study. 
This letter serves as official notification of the approval of your proposed research 
study pending the above conditions. Remember that a copy of the results of your 
completed research study should be submitted to the Department of Research and 
Evaluation. Please do not hesitate to contact me at 827-8186 if I can be of further 
assistance. 
Nancy J. Emmons 
Research Assistant 
NJE:jep 
cc: Dr. Myrtlce M. Taylor 
Mrs. LaMarlan Hayes-Wallace 
Sincerely 
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Alfred James Kiel 
2691 Williamsburg Drive 
Decatur, Georgia 30034 
September 20, 1990 
Dear School Principal/Classroom Teacher: 
I am a doctoral student at Clark Atlanta University, 
School of Educational Leadership. I am In the process of 
collecting data for my dissertation. My research study is 
titled: The Effects of the Principalxs Leadership Behavior 
upgn Teagher AppHcatign tg Work, Teacher MQrale. 
Student Achievement. 
You have been randomly selected as part of my sample 
population of teachers/principals. The data collection of 
the sample population will be used for research purposes 
only. You, as a member of the sample population, will not 
be identified. All completed questionnaires will be treated 
as confidential materials. 
Please complete each questionnaire enclosed and return 
them to me by Friday, September 28, 1990. 
Thank you for your cooperation. 
Sincerely, 
AJK:rk 
